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Abstract 
 
The general aim of the research was to establish whether the Bologna Process (BP), 
started after the Bologna Declaration (1999) in Europe and including the 
internationalisation programmes, could be a lever for quality enhancement of Library 
and Information Science (LIS) education in Italy. The main problem identified by the 
research is that there are different concepts of quality and that the internationalisation of 
LIS education lends itself to various interpretations. The BP learning outcomes model 
has been adopted as an approach which has the potential to empower students through 
the knowledge and capabilities needed for the European labour market.  
The approach to the research was qualitative and a number of research methods were 
used in trying to achieve an in-depth understanding of the issues, through literature and 
documentary reviews and by interviewing key informants and LIS stakeholders. To find 
out what the possible impact in Italy could be of an international curriculum, with an 
advanced application of the BP learning outcomes model, the research project 
considered the case study of the International Masters in Information Studies (MAIS) 
which is a joint international course offered by the Universities of Northumbria, (UK) 
and Parma, (IT). From the collection of data in the first phase, an LIS learning outcomes 
quality model was drawn up, which included the content of the programme, related to a 
new active role in society for information and library specialists, learning and teaching 
and learning outcomes which should achieve an international view, capability for 
critical thinking, self-management, as well as an understanding of the social role of the 
profession.  
Analysing the case study, it became clear that MAIS has contributed to an effective 
transformation of the student learning experience, but that students have met obstacles 
to putting into practice the knowledge and capabilities they had gained. A negative 
impact on the library profession was generated by poor comprehension within it of the 
role of libraries in the context of constant change: effectively this approach taken by the 
programme, and encouraged in the students is discordant with a prevailing attitude 
within Italian society which sees libraries only as elements innately linked to the 
conservation and stability of the cultural heritage, within an ―archival paradigm‖. The 
absence of a dialogue amongst the stakeholders in LIS education is exacerbated in Italy 
by the different purposes each stakeholder has of evaluation. The Government which is 
leading the quality assurance process apply quantitative and generic indicators, the 
Library Association contributes to lowering the profession qualification. The evidence 
demonstrates that in Italy the profession is not international and the BP has been only 
partially applied.  
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Chapter 1. Introduction and Background 
1.1 Introduction 
Internationalisation is rapidly becoming a key issue in Library and Information Science 
(LIS) education and  represents one of the most comprehensive strategies for the 
development of LIS higher education in Europe (Tammaro, 2001; Kajberg, 2002; 
Vodosek, 2002; Kajberg, 2003b; Abdullahi & Kajberg, 2004; Virkus, 2004; Tammaro, 
2005a; Virkus & Tammaro, 2005; Virkus, 2007). Alongside the growing importance of 
internationalisation, the concept itself has acquired a vast number of interpretations. In 
the literature, internationalisation of LIS education is understood in the following ways: 
international dimension, international curriculum, transnational courses. 
1.1.1  International Dimension 
This is based on the assumption that internationalisation must be considered essential to 
the mission of all higher education institutions. The focus is primarily on gaining 
intercultural experiences (Abdullahi, Kajberg et al. 2007). In addition, it is assumed that 
by enhancing the international and intercultural dimension of teaching, research and 
higher education institutions themselves, the quality level of higher education systems is 
boosted (Boaz 1986).  
1.1.2 International Curriculum 
Curricular internationalisation has the aim of adding an international element to the 
content and delivery of programmes. This category covers a wide variety of cases.  
The first efforts involved the international harmonization of LIS curricular. In a context 
of rapid evolution of the information professions, UNESCO was the first to seriously 
consider the education of information professionals, the result being the emergence of 
the basic idea of harmonization, i.e. the design of a harmonized programme (UNESCO 
1984).  
The most prominent form of curricular internationalisation is the delivery of a 
programme in a language different from that of the country in which the programme is 
offered, such as English language taught courses. Experts classify this type of offering  
as ―internationalisation at home or IaH‖ (Abdullahi and Kajberg 2004). 
 
Together with English taught programmes, various forms of country comparative and 
international studies also fall into the category of curricular internationalisation. A 
further group of international curricular are those jointly delivered by two or more 
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higher education institutions in at least two countries (Tammaro and Dixon 2003). They 
are a joint or double degree, with a common curriculum and recognised period of study 
abroad.  
1.1.3 Trans-national Courses 
Today the market orientation in LIS education  prevails (Kajberg 2002). Enrolment of 
international students is the specific aim of some LIS schools (Abdullahi, Kajberg et al. 
2007), compensating for budget shortcuts and loss of national students. Collaborative or 
cross border provision entails delivery of programmes with the help of a licensed 
foreign tertiary institution and various forms of distance (usually online) education 
methods. The common feature of all these transnational courses is a particular form of 
mobility (OECD 2004): 
 People mobility: a person goes abroad for educational purposes; 
 Programme mobility: it is not the student but the educational offering which crosses 
the border; 
 Institution mobility: an institution or education provider invests abroad for 
educational purposes. 
 
The increasing mobility of students gave impetus to  the need for reliable and objective 
information on the educational programmes which are available and to provide a source 
of reference on issues relating to quality assurance and recognition of qualifications 
(Fang, Nauta et al. 1987; Dalton and Levinson 2000; Van der Wende and Westerheijden 
2001) (Council of Europe, 1997).  
 
The European experiences of internationalisation in LIS achieved up until now have 
emphasised the concept of individual mobility and curricular harmonization (Abdullahi 
and Kajberg 2004). European Commission higher education programmes (such as 
Socrates, Tempus and Erasmus) have contributed to stimulating these experiences, 
financing scholars and students exchange and more recently supporting joint degree 
courses (with the programme Erasmus Mundus). More recently, some cooperative 
agreements concerning the LIS sector have experimented with accreditation systems, 
dictated by the need to assess and ensure the quality of the international dimension of 
teaching (Vodosek 2002; Virkus 2003). 
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However, there are different approaches to the LIS programmes and these create a 
problem for international students in establishing the equivalence of specific course 
elements and recognising study periods in other schools. Procedural complications are 
also met by those European co-ordinators who embark on solving problems for students 
wishing to continue, and complete their education in other European LIS education 
institutions (Kajberg 2002).  
1.2 The Bologna Process 
Following the Bologna Declaration in 1999 (Bologna Declaration 1999), the growing 
interest in the internationalisation of higher education is mainly due to the Bologna 
Process (BP). Through this, politicians aim to create an integrated European Higher 
Education Area (EHEA)
1
, in which the staff and students could be more inter-culturally 
skilled and internationally knowledgeable.  
The BP approach to internationalisation is characterised by the internationalisation of 
procedures, in general nationally based (Knight 2003), such as those for the recognition 
of qualifications and quality assurance. Of the ten BP Action Lines (Fig. 1.1), four 
could be classified as belonging to the objective of recognition of qualifications:  
Recognition: mobility facilitating mechanism and tools as equivalences 
Mobility: implies a physical move to another country for purposes of study or teaching; 
Joint degrees: international degrees which confer a joint or double certification at 
completion; 
Global dimension: comprises a mixed set of items, such as the provision of information 
about BP outside Europe, marketing and promotion of European Higher Education Area 
(EHEA) in the world, recognition between EHEA and the rest of world. 
 
Five of the remaining BP Action Lines belong to the category of procedures for the 
enhancement of quality and educational reform (Watcher 2008):  
Three cycle degree structure: Bachelor-Master-Doctorate and the European 
Qualifications Framework (related and listed also with Recognition); 
Quality Assurance: refers to all the policies, review processes and actions designed to 
ensure that institutions, programmes and qualifications meet and maintain a specified 
standard; 
                                                             
1 Accessible at website of the current Bologna Secretariat: 
http://www.ond.vlaanderen.be/hogeronderwijs/bologna/documents/ 
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Social dimension: aims at equality of opportunities for students and student participation 
in higher education governance; 
Employability: the ability to gain initial employment, to maintain such and to be able to 
move around within the labour market; 
Lifelong learning: need to embed lifelong learning within higher education; 
Stocktaking: concerns with aspects of self-administration, regular evaluation of progress 




Fig. 1.1 BP Action lines 
The issue which is central to this BP approach is how to develop ―zones of mutual 
trust‖, stimulating quality enhancement in the European Higher Education Area 
(EHEA). The first European Quality Assurance Forum, (2006) jointly organised by 
EUA, ENQA, EURASHE and ESIB (the E4 Group) provided an opportunity to discuss 
European Guidelines in quality assurance. The E4 Group (ENQA, ESIB et al. 2005) 
developed the European Standards and Guidelines for Quality Assurance in Higher 
Education (ESG) which are a minimum set of standards and guidelines for the quality 
assurance of higher education institutions. The ESG Guidelines describe the desired 
learning outcomes of  programmes. Starting from 2005, the learning outcomes model of 
education has been achieving growing importance in the BP higher education reform.  
Learning outcomes are defined as (European Commission 2005): 
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Learning outcomes are statements of what a learner is expected to know, 
understand and/or be able to do at the end of a period of learning. 
 
The role of learning outcomes in the BP quality system is intimately linked to the 
adoption of paradigm shift to student-centered learning approach, with the teacher 
moving towards being a facilitator/manager of the learning process. There is a 
consequent cascade effect that links the learning outcomes orientation with the selection 
of appropriate teaching techniques and the development of suitable curriculum design 
(Campbell & Van der Wende, 2000; Adam, 2004). The learning outcomes approach 
promotes teaching and assessment based on the constructivist pedagogy and 
discourages traditional educational approach based on teachers instruction. As learning 
can be seen as a form of personal growth, students are encouraged to reflect on their 
learning, transforming their personal behaviour. For that reason, learning can also be 
constructive in the sense that the student is empowered, facilitating the construction of 
new knowledge. 
 
The learning outcomes approach encourages the integrated application of all the tools 
and standards developed by the BP. It is important that learning outcomes, once and in 
whatever way achieved, must be described and attested in such a way that they may be 
considered for recognition, using the course level structure, ECTS and the general 
outcomes defined by Dublin descriptors and European Qualification Framework 
(Adam, 2004). As the emphasis on the learning outcomes of education grows, there is 
increasing interest in identifying international subjects and transversal competences. 
However, there is a degree of skepticism in the adoption of the learning outcomes 
approach in relation to students‘ employability (Adam, 2004). 
 
Besides the general value of the BP international dimension of higher education for 
promoting intercultural understanding and collaboration, there is now the increasing 
need to prepare graduates for the global labour market and to improve employability. In 
this approach the development of an international curriculum, as in the past, is not an 
end in itself but a means toward developing the appropriate international competences 
in students, staff and teachers (Tauch and Rauhvargers 2002).  
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1.3 Research problem  
The BP aims to create one European educational space. The LIS sector in Europe 
however has no agreed quality indicators. Although there is now major clarity in 
curriculum structure and content of LIS schools, however the BP impact in LIS still 
seems weak (Kajberg 2002; Kajberg 2003). LIS in different countries is taught 
differently, and again this is reflected in the curriculum, and is an obstacle for student 
mobility. 
 
Just as there are many concepts of LIS, there are also many definitions and concepts of 
the quality of LIS education. What about international accreditation of LIS schools? 
What challenges are the LIS schools facing if LIS professionals are to be recognised on 
a European scale? These are questions which the LIS education community has to deal 
with, if the field of LIS education is to play the role it deserves and which society needs 
in a knowledge based Europe. The BP learning outcomes orientation in education can 
have a possible impact in LIS curriculum content, learning and teaching, recognition of 
outcomes and, more broadly, lifelong learning. LIS schools have a role in adopting the 
learning outcomes approach and supporting the empowerment of students enrolled in 
the courses.  
 
The research focuses on LIS education in Italy where the BP represents an enormous 
opportunity to improve the quality of academic education of professionals. This is 
needed to align the professional qualifications of librarians to a European level and 
strengthen the professional identity in Italy. The research problem is that of 
investigating if the BP could contribute to stimulating a possible enhancement of quality 
teaching and learning. 
1.4 Aims and Objectives 
The research aims to contribute to the promotion of internationalisation of LIS 
education in Italy, and a more collective approach to internationally agreed curriculum 
concepts and quality indicators.  
 
The general aim of the research is: 
 To assess whether the BP could be a lever for quality enhancement for LIS 
education in Italy. 
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Further objectives are:  
 To understand the hidden values in different approaches to quality in LIS; 
 To explore the learning outcomes approach for enhancing quality of LIS education, 
integrated within the BP. 
 
One of the long term guiding principles of this research is the BP learning outcomes 
model of quality evaluation. The learning outcomes model moves quality assurance 
systems to a more comprehensive and qualitative approach. Outcomes stress the 
transformative impact of learning but the difficulty is assessing the quality of student 
learning. This is a topic being examined by educationalists worldwide, as they try to 
standardize what is meant by quality of higher education within their own educational 
systems (Harvey 1993). Although different countries come up with similar ideas there 
appears to be no one definition of quality. Harvey and Green (Harvey and Green 1993) 
have identified five concepts of quality discernible in higher education: 
 Exceptionality: it focuses on centres of excellence; 
 Perfection: it looks for consistency; 
 Fitness for purposes: it compares objectives and achievements; 
 Value for money: it focuses on accountability; 
 Transformative: it stresses the empowerment of students or the facilitating of the 
development of new knowledge. 
 
According to Harvey, the present focus of quality assurance on accountability and input 
measurements is the reason why quality evaluation has contributed little to any effective 
transformation of the student learning experience (Harvey 1995).  
 
The researcher embraces the concept of education quality as transformative, 
empowering students with the capabilities of reflecting and becoming agent of change 
in their workplace. To enhance LIS education quality, LIS students in Italy could enjoy 
a more positive international learning experience which will likely help them to develop 
greater passion for learning and lead to more success in their work environments, giving 
them critical skills, professional knowledge and confidence in their capabilities of 
applying knowledge and skills. Conventional wisdom dictates that international 
education promotes students‘ empowerment and the acquisition of worthwhile 
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knowledge, skills and attitudes. However, concrete evidence is needed in order to 
substantiate these claims.  
 
1.4.1 Research Questions 
This study poses the following question: 
 Could the BP learning outcomes approach stimulate the quality enhancement of LIS 
education in Italy? 
 
Other questions, related to the previous one, are: 
 Could the LIS education quality be measured with a set of European quality 
indicators? 
 What are LIS schools students‘ expectations and perceptions of quality? 
 Is the LIS quality relevant to what employers expect or need? 
 What is the role of national and international Library associations for LIS quality? 
 
1.5 Benefits of the Research 
Kajberg (Kajberg 2002; Kajberg 2003) states that results of the application of the BP in 
LIS schools in Europe are still scarce. The tension between the conflicting aims of 
harmonization and developing diversity has characterized European development for 
decades and even renders undesirable the collaboration towards a single accreditation 
system for LIS. The obstacles are to be evidenced in a lack of a common definition of 
LIS quality concepts and of like purposes of education and similar learning and teaching 
processes.  However the BP is now a common trend supporting the building of ―zones 
of mutual trust‖ and must not be overlooked.  
 
The actual focus on the quality assurance of LIS education is due first to public 
accountability and often confused with an administrative task carried out by higher 
education institutions. The BP approach to quality stimulates LIS education in Italy to 
other requirements, such as: to be credible as a discipline in the eyes of the international 
academic community, to stimulate continuous enhancement of learning quality, and to 
take account of the professional community.  
 
This research project seeks to provide evidence on the effect that internationalisation of 
higher education could have on LIS schools.  Although it starts from an analysis of the 
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Italian LIS schools, it seeks to carry out studies of the effect the BP driven 
internationalisation has on students and on their learning. In particular, whether an 
international LIS programme could lead to: 
 improvements in the quality of the student experience, outcomes, competences or 
employability, 
 changes in pedagogical approaches, 
 enhancement in the quality and standards of curriculum content. 
 
A number of dependent variables have been tested in the research: what is meant by 
quality in the LIS sector, what is the curriculum content, what is the process of teaching 
and learning, how learning outcomes might be assessed. A key indicator in the quality 
of LIS education has been the active participation of stakeholders in the quality 
assurance process.  The question: What are the important criteria for quality? has been 
put to students, employers, teaching staff and non teaching staff. Their points of view 
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Chapter 2. Methodology 
2.1 Introduction 
The research aims to investigate if the BP could be a lever for quality enhancement of 
LIS education in Italy. The quality of education is an intangible concept, which is 
difficult to define (Harvey and Green 1993) and should not be confused with a 
bureaucratic exercise. Each individual stakeholder, through his/her experience, values 
and judges quality. Quality is determined as a social construct and attributed to an 
experience by the individual or a community, and there is no quality independent of that 
meaning. Therefore the approach to the research must be qualitative. A number of 
research methods were used in trying to achieve an in depth understanding by the 
researcher of stakeholders‘ experiences. 
2.2 Assumptions and rationale for a qualitative design 
Some basic principles were adopted as the research paradigm. This paradigm is holistic. 
An attempt was made to capture the entire constellation of beliefs, values, techniques 
and so on (Kuhn 1970), shared by members of the LIS community. These then provided 
concrete pointers on how to solve the research problem. The interpretativism paradigm 
was then chosen as it assumes there is no way to get direct knowledge about the real 
world, there will never be one single reality or one true knowledge (Pickard 2007). This 
paradigm assumes that the world is a product of the ways people construct, manage and 
interpret meaning, and that gaining new knowledge is always a process of 
interpretation. 
 
Some assumptions made were related to the nature of quality in LIS education 
(ontological issue), the relationship of the researcher to that which was being researched 
(epistemological issue), the role of values in the LIS community (axiological issue) and 
the process of the research (methodological issue) (Creswell 1998). The first 
assumption made was that it is impossible to identify the quality of LIS education in a 
single reality, measure it or quantify it, in any other way than via a qualitative 
methodology. The only world the research can study is a world of meanings, 
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represented in the signs and symbols that the members of the LIS community use to 
communicate.  
 
2.2.1 Ontological issues 
The concepts related to quality in LIS education are multiple, complex and holistic. 
They are time and context bound, thus they differ in Italy from those of other European 
countries. How can one LIS quality concept, in the context of BP, be adopted outside of 
a social context? Reality is seen as individual and embedded in special contexts (Flick 
2002).  
 
2.2.2 Epistemological issues 
Some philosophical assumptions are related to the relationship between the researcher 
and the research object: how can we know what we know, what kind of knowledge can 
we know, and what, indeed, is knowledge?  
 
Qualitative research combines the individual research participants, the researcher as 
research instrument and appropriate data collection techniques, in a collaborative 
process of producing meaning and developing theory (Pickard 2007). Human as 
instrument is the only instrument which is flexible enough to capture the complexity, 
subtlety and constantly changing situation which is the human experience. 
 
The researcher emphasizes her role as that of an active learner, as a human instrument 
of data collection from the multiple natures of LIS reality, and as having a close 
relationship to the case being researched. The known and the knower influence each 
other, all descriptions are time and context bound. Lincoln affirms that it is impossible 
to separate cause from effects, as all entities are in a state of simultaneous shaping 
(Lincoln and Guba 1985). The researcher as human instrument was in a position to 
apply tacit knowledge to her interpretation of the observed evidence. The deep and at 
times tacit knowledge of the researcher was widely used to define the fieldwork.  The 
researcher is, in fact, a professor of an Italian LIS school and therefore her professional 
knowledge and also her main research interests are in the fieldwork. She is member of 
international professional associations, such as IFLA and EUCLID, which are leading 
the internationalisation of LIS education. As such she has had a privileged position for 
observing the effects that the BP reform has had on LIS schools. She has also 
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participated in many events held by the LIS community in Europe, since the 
introduction of the Bologna reform.  
 
The application of a qualitative methodology has been influenced by both the tacit and 
explicit knowledge of the researcher (Pickard 2007). This could perhaps be considered a 
limitation of the research work.  However, the situation in Italy is so complex that in 
order to understand and clearly define it, it was considered necessary to use the 
knowledge of the researcher, as a human instrument.  There are so many factors - 
traditional, political, social, judicial and even personal - that intersect in the theme of 
fieldwork, in a way which can seem incomprehensible to an external observer or reader. 
These complexities cannot be figured out, cannot be understood by a one dimensional 
restrictive approach; they demand the human as an instrument (Maykut and Morehouse 
1994). The deep knowledge of the researcher has enabled her to give meaning to a 
simple gathering of data. In addition, the personal relationships which the researcher has 
with the university professors and professional people interviewed, has favored 
reciprocal understanding of both questions and answers.  
 
Undoubtedly, this role and the close relationship between the researcher and the 
fieldwork have had implications for the value laden aspect of inquiry (axiological 
assumption); these also have had implications for the emerging methodology of the 
process of research (Creswell 1998). In all cases, the tacit knowledge of the researcher 
has been compared with the evidence presented by publications, presentations at 
conferences and from the transcription of interviews. The people interviewed were 
aware of the research aims and objectives and were asked to validate what the 
researcher had recorded, so as to avoid misunderstandings or exaggerations. The 
researcher was completely immersed in the situation. Thus it was necessary at all times 
to be conscious of the potential risks of abusing her position as a teacher working with 
her students and avoid these (see 2.5.8). 
2.2.3 Methodological issues 
The research into quality in LIS education is not looking for explanation but for 
explication. Explication makes clear how LIS education operates and does not try to get 
round complexity in an existing theoretical framework, but treats the residue of the 
unexplained as the focus of enquiry, solving the puzzle of what is happening. The 
theoretical perspective of the research is not devoted to defining new theories, but to 
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posing questions such as: Why are there different concepts and values for quality in 
LIS? How does the LIS community feel about it? 
 
2.2.4 Axiological issues 
The interpretativist research paradigm offers to this research a way of understanding the 
meanings behind the actions of individuals. From this perspective, meanings depend on 
context – LIS education in Italy -  and the interpretation of the actions or opinions of 
people must take account of the setting in which they are produced (Dey 1993).  
Applying the interpretativist paradigm, the researcher sought to understand the context 
of Italian LIS education, both at the macro and the micro environmental levels. The role 
of values in the LIS community was investigated, to explore relationships between 
quality concepts and hidden consequences for LIS education. 
2.3 Research design 
The research has two main phases. The distinction between the first phase and the 
second phase of the research is highlighted here for reason of clarity, but in reality they 
were conducted iteratively. For example, the researcher returned more than once to 
interview some of the respondents both in the first phase of research and in the second 
phase.  
 
First Phase: through the data collected from the literature and the documentary review, 
the interviews with key informants and the observation of the LIS community, the 
theoretical framework and then the conceptual framework were developed; 
 
Second Phase: the focus was on the fieldwork, based on exploring the impact of the BP 
on LIS education in Italy through enquiry of the International Masters in Information 
Studies (MAIS). This phase was a case study, resulting in a tentative working 
explication (Pickard 2007). 
2.3.1 First phase 
The first phase tried to understand the status quo of quality concepts of quality in LIS 
education in Europe and also how quality is measured currently by LIS schools within 
the framework of the BP.  
 
Different variables within LIS education are characteristics of different concepts within 
LIS. There are different attributes that these concepts can have, qualities of the concepts 
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that can be measured or recorded. These different concepts, related to quality of LIS 
education and driven by the BP internationalisation, have not been explored before 
(Knight and De Wit 1999; Van Damme 2002; Abdullahi and Kajberg 2004). The 
variables at the start of the research could not have been easily identified, as theories 
were not available to explain different behaviours of LIS schools, employers or 
students, and theories needed to be developed. Because the reality of LIS education is 
messy, the researcher allowed the design of the investigation to emerge, as the research 
progressed. It was not tied to predetermined variables, but to those variables which 
emerged from the evidence given by individuals.  
 
With a view to finding an answer to the research questions, various tools were used for 
the collection of data. The activities carried out were: the literature and documentary 
review, the participative observation of the LIS community in Europe, interviews with 
key informants and members of the professional community. 
2.3.1.1 Participative observation of LIS community in Europe  
The researcher has participated in the EUCLID Project European Curriculum 
Reflections and important international and national Conferences on LIS education.  
 
The main source of data was the Project European Curriculum Reflections on Library 
and Information Science Education carried out by EUCLID, the European Association 
of LIS Schools, in co-operation with the Royal School of Library and Information 
Science (RSLIS) in Copenhagen (Kajberg and Lorring 2005). This aimed at identifying 
the challenges presented by the need for European transparency in the field of LIS 
education and possible roads toward its achievement. Twelve virtual working groups 
covering different subfields of LIS have been active since 2005, addressing the 
challenges and possibilities for European curriculum development. The groups were 
composed so as to cover different parts of Europe – Central and Eastern Europe, 
Southern Europe, the Nordic countries and the UK.  
The researcher has been co-ordinating the subgroup on The Curriculum in general. 
 
Through the participation in the EUCLID Project European Curriculum Reflections it 
was possible to observe directly the LIS community at work in Europe. Thus it was 
possible to reach an understanding of the different values and concepts held by the LIS 
community in Europe, and their interrelationships (see Chapters 4 and 5). The 
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participation of the researcher in international and national conferences was an 
immersion in the reality of LIS, allowing an in depth identification and understanding of 
issues and values. A large amount of rich information related to quality concepts was 
gathered by participation in these events.  The Conferences on LIS education are listed 
in chronological order in Tab. 2.1.  





Table 2.1  Participation to International and National Conferences  
Year Conference Title Place Organisation 
2001 Towards internationalisation of LIS education 
(Tammaro 2001) 
Parma Parma & 
Northumbria  
2002 Restructuring and adapting to European standards: 
overcoming regional variations in needs and interests in 






2003 Coping with continual change – change management in 
SLIS  
Potsdam EUCLID ALISE 
http://forge.fh-
potsdam.de/EUCLID/ 
2003 To prepare the new information professionals 
(Tammaro 2005) 
Parma Parma & 
Northumbria 
2004 Digital Library Education 
 





2004 IT profiles and curricula in libraries 
 
 








2005  EUCLID Working meeting: LIS education in Europe 
(Kajberg and Lorring 2005) 
Copenhagen EUCLID & RSLIS 
2007  Librarian@2010 – Educating for the future 
 











2008 LIDA. Education for Digital Library 
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2.3.1.2 Purposive sample  
Broad philosophical assumptions implicit in the research are related to the framework of 
the BP and LIS education in Italy, that: 
 the BP is a stimulus for quality enhancement in Italian LIS schools; 
 internationalisation represents a challenge to Italian LIS schools.  
However some further consideration may usefully be given to the question of whether 
internationalisation can be fully accepted as an idea influencing the fundamental 
direction of LIS education in Italy and this has been investigated by interviewing key 
informants. 
Key informants 
In the first phase, in order to facilitate decisions regarding the structuring of the 
research, reference was made to key informants: Ian Johnson, Sue Myburgh, Leif 
Kajberg and Niels Pors (see Table 2.2). These LIS professors were selected on the basis 
of their capacity to answer the questions posed by the research. Their publications are 
cited in the bibliography (Johnson 2000; Johnson 2005; Myburg 2005) and the analysis 
of these publications convinced the researcher that their replies would be extremely 
relevant to the research. The first key informants to be interviewed were Leif Kajberg 
and Niels Pors from the Royal School of Library and Information Science of 
Copenhagen. The RSLIS is an outstanding LIS institution in Europe, which has 
coordinated the European Curriculum Reflections project; these first two first key 
informants experienced the internationalisation in the Nordic countries. The researcher 
went to Copenhagen to interview them, at the beginning of the research work, in 2002. 
Later, the dialogue with them continued informally with ad hoc discussions during the 
meetings and conferences held by EUCLID and IFLA (see Table 2.1). The interview 
with Niels Pors focused on quality indicators of LIS schools in Europe; the interview 
with Leif Kajberg focused on internationalisation of LIS schools and barriers to this. Ian 
Johnson is an international expert with a great deal of experience in LIS education in 
developing countries. The interview with Ian Johnson took place during a visit to 
Aberdeen in 2006. Later, in 2008, Ian Johnson came to Parma, participating in the focus 
group about the gap between research and practice. Sue Myburgh was identified 
following the analysis of the literature on the change of LIS education. She has an 
international background, with her professional career experienced in Africa, Australia 
and US.  The first interview with Sue Myburgh was by e-mail in March 2007. The 
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researcher sent some questions to her by e-mail concerning the different values and 
concepts of LIS, obtaining an extensive explanation of the Information Management 
approach. Later, Sue Myburgh came to Parma, in 2008, to participate in the focus group 
about research versus practice gap. 
 
Table 2.2 Interviews with Key informants  
Key informants When How Where Purpose 
Niels Pors November 2002 Interview  




Copenhagen Understand the  
quality indicators 
in European LIS 
schools  
Leif Kajberg November 2002 Interview  









Ian Johnson July 2006 
January 2008 
Interview  
























 Focus Group )  
Parma Understand the 
issue of different 





Thanks to their knowledge of the international ambit and of the problems of university 
teaching in LIS, the key informants were able to provide the researcher with an 
―internal‖ angle on the rules, conduct and culture connected with the shift towards a 
learning outcomes approach in Europe.  The expertise of the first two key informants 
made it possible to draw up a first conceptual schema for understanding the scope of the 
internationalisation driven by the BP. Ian Johnson clarified the issues relating to 
innovation in LIS education, competition between LIS Schools and employability. Sue 




Physical, cultural and personal constraints and obstacles to quality enhancement in LIS 
education in Italy were investigated, from the points of view of all stakeholders. The 
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investigation was done in an attempt to understand individual meanings related to 
internationalisation of LIS education in Italy. The choice of respondents was directly 
related to research questions and research objectives, such as: 
o What is the role of national and international Library associations in LIS 
quality? 
o Could the BP learning outcomes approach stimulate the quality 
enhancement of LIS education in Italy? 
 
The stakeholders were selected first from the LIS Professional Associations community 
in both Italy and internationally, to find support in understanding the role of national 
and international Library Associations. They were officers of the professional 
associations IFLA, CILIP, AIB (Italian Library Association).  
 
The researcher also investigated the impact of internationalisation on the broader 
context of LIS education. The stakeholders interviewed were (see Table 2.3):  
 administrators and politicians from the Ministry for the University in Italy, 
 professors of Italian LIS schools. The professors selected were those promoting 
internationalisation of LIS education. 
 
Various methods were used to conduct the interviews with these stakeholders. Where 
possible they were conducted in person, in which case notes of the interviewee replies 
were taken without using a tape-recorder. This decision was motivated by the fact that 
the interviewee might feel intimidated by the use of a recorder, which can negatively 
affect the friendly and open atmosphere which we preferred to create for the interview. 
This type of face-to-face interview was used for the professors from the University of 
Milan and Rome (IT-P1, IT-P2, IT-P3, IT-P4 interview transcripts) and for 
representatives of the AIB (IT-LA2, IT-LA4 interview transcripts).  
 
In other cases the interviews were conducted by telephone, as with the representative of 
the Erasmus Agency of the Ministry for the University (IT-GOV1 interview 
transcripts). Some of the interviews were also conducted via e-mail, in particular in the 
case of two of the AIB representatives (IT-LA1, IT-LA3 interview transcripts). This 
decision was dictated above all by constraints of time, and by logistical difficulties, 
since the two interviewees live at a considerable distance from the researcher. 
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Contributing to this choice was the fact that the researcher was very familiar with these 
two experts, a fact which lessened the risk of non-engagement implicit in interviews 
conducted by e-mail (Mann and Stewart 2000). 
 
For the interviews with the IFLA representatives (Claudia Lux and Terry Weech 
interview transcripts), an open format was used which left them free to reply to the 
questions following their own personal approach (unstructured interviews). Effectively, 
the purpose of these interviews was that of acquiring a general understanding of the 
international experts‘ points of view on quality issues. These questions were: 
 
o For you, of what does the quality of a course in library science comprise?  
o Can this quality be measured using international standards?  
o What is the role of an international library association? 
 
In the cases of the Italian Library Association (AIB) representatives, further questions 
were added to investigate certain issues in greater depth. Consequently the interviews 
took the form of an informal yet purposeful conversation: this was the case, in 
particular, for the interview with IT-LA2, in charge of the Professional sector of the 
AIB. The representatives interviewed from the Italian Library Association in addition to 
the questions on the BP, were also asked for their opinions on the role of the Italian 
Library Association in the sphere of accreditation and professional recognition. In 
particular, in the interviews with the representatives of the AIB, they were asked: 
 
o What can the AIB do to improve the education and professional recognition 
of Italian librarians?   
 
Regarding the importance of the role of the AIB in recognition, the researcher returned 
later to interview the representatives of the association to develop further her 
understanding of the current prevailing orientation apropos the recognition issue in the 
CEN (the Governing Board of the Association).  
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The other interviews with Italian LIS professors, in contrast, followed the approach of 
the guided interview, with a basic checklist of the questions to be posed. These 
interviewees were asked for their opinions on the BP, and on how it could provide a 
stimulus for the improvement of professional education in the LIS sector. Their 
opinions were useful for estimating the level of understanding and application of the 
BP.  
 
Of the Italian Professors, selected from those who are promoting an international 
dimension in their curricula, the questions asked were: 
 
o Is the education of librarians in Italy comparable with that at European 
level? 
o Can the Bologna Process help to improve the education  of librarians in 
Italy? 
 
In the majority of cases, these pre-established questions proved to be sufficient for an 
understanding of the point of view of the interviewee.  
 
From the very start of the study, the researcher was tempted by the possibility of 
requesting interviews on the problems of recognition and accreditation of the LIS 
courses with a larger number of stakeholders. In practical terms, in view of the 
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Table 2.3 Data collection from national and international stakeholders  
Stakeholder When How Where Purpose 










IFLA Claudia Lux 
(IFLA President) 






IT-P1 February 2008 Interview  Roma Investigating BP 
impact in LIS 
education in Italy  
IT-P2 February 2008 Interview  Roma Investigating local 
barriers to BP in 
LIS education in 
Italy  
IT-P3 March 2008 Interview  Milano Investigating local 
barriers to BP in 
LIS education in 
Italy 
IT-P4 March 2008 Interview Milano Investigating local 
barriers to BP in 
LIS education in 
Italy 
IT-LA1 November 2007 Interview by e-
mail 
 Investigating LA 
role in LIS 
education quality 
and recognition 
IT-LA2 January 2008 
February 2008 
Interview Rome Investigating LA 
role in LIS 
recognition 




IT-GV1 July  2007 Phone interview  Understanding 
perceptions and 
facts about BP 
impact on Italian 
Higher Education 
 
The results of this first phase of the research were an open system of categories. The 
scope was that of identifying elements making up the concepts related to quality issues 
in LIS education, as they are recognised within the LIS community in Europe as a 
whole and then to explore how their characteristics differed from those recognised in 
Italy. From the literature review (see Chapter 3), participant observation at the EUCLID 
Project European Curriculum Reflections, quality indicators used in LIS in Europe were 
evidenced. These fell into four categories: 1) programme, 2) process of learning and 
teaching, 3) learning outcomes and 4) recognition of qualifications.  
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These provided the basis for a theoretical framework for the research. From further 
iterative codification of the first data collected and an exploration of the relationships 
involved, the conceptual framework was produced. It is a representation therefore of the 
real world, influenced by what the researcher chose to observe, how she interpreted the 
findings and crucially what she observed.  
 
2.3.1.4 Theoretical framework 
 
 
Fig. 2.1 Theoretical framework of LIS education quality 
 
The major considerations when constructing this framework were both its conceptual 
coherence and its practical usefulness. As qualitative research does not allow for a 
detailed plan to be developed before the research begins, the theoretical framework 
served as a statement of criteria that provided guidance for the logical and systematic 
development of the research design. This framework represented the ―BP learning 
outcomes model‖ and as such provided a cognitive signpost which did not restrict 
emerging concepts.  
2.3.2 Second Phase  
In the second phase, the relationship between the BP internationalisation and quality 
were investigated through fieldwork, which focused on the International Masters in 
Information Studies (MAIS), jointly delivered by the University of Northumbria (UK) 
and University of Parma (Italy). The programme represented an example of an 
innovative course, where the application of the BP quality criteria and principles could 
be easily evidenced and which had the potential to serve as lever to enhance the quality 
of LIS education in Italy. 
2.3.2.1 Case study  
The case study approach was chosen for its distinct advantage when: 
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“.. a how or why question is being asked about a contemporary set of events, over 
which the investigator has little or no control.” (Yin 1989) 
 
The MAIS course was the case study for the second part of the research. It is an 
example of ―Internationalisation at home‖ (IaH), favoring an immersion approach in an 
international course, developed soon after the Bologna process started in Italy 
(Tammaro and Dixon 2003). The design of the qualitative case study was an iterative 
process, gaining and utilising insight as the research progressed. Following the 
naturalistic inquiry suggestions by Lincoln and Guba (Lincoln and Guba 1985), the case 
study process had a first phase based on focused exploration of the MAIS by different 
stakeholders and a second phase of member checking. These phases did not occur in 
linear fashion, but in an iterative process.  
2.3.2.2 Nature and function of the case study 
International joint courses are seen by the BP as advanced educational programmes, 
which promote students‘ empowerment and the acquisition of worthwhile knowledge, 
skills and attitudes (Tauch and Rauhvargers 2002). Joint courses also raise issues and 
problems of internationalisation, giving a picture of what impact on higher education 
one can expect from the BP. For these reasons MAIS is a case study which is 
representative of a particular situation of ―Internationalisation at Home‖ of LIS 
education in Italy. There are many variables of interest to the research and it relies on 
multiple sources of evidence. The reasons for selecting the case and for gathering 
information about the case were due to the following characteristics: 
 MAIS is in many ways an advanced educational experience in Italy: it follows 
all the quality criteria of the BP but is embedded in the contextual conditions of 
LIS education in Italy; 
 The approach to quality in MAIS has been based on a learning outcomes model, 
and it is embedded in the quality assurance system of the two countries, the 
United Kingdom and Italy.   
 
Several features mark this research as a case study: 
 the focus is on the MAIS experience and the experiences and perceptions of its 
stakeholders; 
 this case is a system bounded by time and place; 
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 it looks for extensive, multiple sources of information in data collection to 
provide the detailed in depth picture of the particular case of MAIS; 
 it describes the context situating the case of MAIS in the broader framework of 
the impact of the BP in Italy; 
 the findings can represent the wider response to the BP in Italy. 
 
This was an exploratory study and the impact of internationalisation on quality was the 
subject of exploration. Instead of propositions (Yin 1989), the design of an exploratory 
study should state its purpose, as well as the criteria by which the exploration will be 
judged successful. In the choice of the MAIS, the purpose of the study was to develop a 
conceptual framework linking critical pedagogy and internationalisation theories about 
quality to specific teaching strategies, which can enhance quality of education and 
facilitate students achievements of learning outcomes.  
2.3.2.3 Conceptual framework for the case study 
Whereas some consider the case an object of study (Stake 2003) or a membership or a 
representation (Ragin 1992), others consider it a methodology (Merriam 1988). 
However, they have in common that the case study has the characteristics of a bounded 
system (Creswell 1998). Stake (Stake 1994) considers the case study not to be a 
methodological choice but a choice of object to be studied. According to this, the choice 
of MAIS is made to advance understanding of the main objectives of the research (Stake 
2003). MAIS is bounded by time (considering three intakes from 2000 to 2006) and 
place (Italy and UK). It is also common to recognize in a case study that certain features 
are within the system, within the boundaries of the case, other features are outside, for 
example the Italian context.  
 
Having insufficient  information to present an in depth picture of a case limits the value 
of some case studies (Creswell 1998). To avoid this pitfall, in planning the research, the 
researcher used a conceptual framework, developed from the theoretical framework, 
within which to specify the amount of information and units of analysis which were 
likely to be collected about the case (Fig. 2.2). The conceptual framework was related to 
the research aim of discovering whether the BP could be a lever to stimulate the 
development of quality at national level and was related to the BP learning outcomes 
model. This conceptual framework was developed by analyzing and coding of the data 
collected in the first and second phase of the research and it consisted of a first list of 
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units of analysis. These units, characterising international LIS courses, are the 
following: 
 Competitive attractiveness of the Masters MAIS; 
 MAIS quality enhancement of learning and teaching;  
 MAIS skilled/educated students; 




Fig. 2.2 Conceptual framework of MAIS case study 
 
The case study was been narrowly circumscribed during the analysis of the data, with 
further coding of different categories of the concepts defined in the conceptual 
framework. The particular phenomenon, MAIS was examined using the component 
parts of the conceptual framework, which became the variables of the study (Merriam 
1988). The BP concept of integration was considered in relation to quality criteria, 
principles, and recognition of qualifications.  
2.4. Data collection procedures 
The units of analysis were a critical factor in the case study. The case study 
methodology tended to be selective, focusing on the theoretical framework factors 
which have been considered fundamental to understanding the system being examined 
(Tellis 1997): programme, process, outcomes and qualification recognition. In this case 
study, the researcher followed Lincoln and Guba (Lincoln and Guba 1985) and Yin 
(Yin 1989) case study structure.  
 The problem: research questions and propositions; 
 The context: the BP  impact on  Italian LIS education; 
 The issue: units of analysis, as initially considered in the conceptual framework 
of MAIS (Fig. 2.2); 
 The logic linking the data of the exploration, and  
 The criteria for interpreting the findings (or lessons learned). 
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The units of analysis were initially chosen and were linked to research questions: 
 How can LIS curriculum quality be measured by a set of international 
indicators? 
 What results of quality enhancement in teaching and learning were achieved by 
the International Masters? 
 
Stake (1995), and Yin (1994) identify at least six sources of evidence in case studies. 
The following data were collected for the MAIS case study: 
 Documents: at the beginning of the case study, a documentary review collected 
all the documents used in the case study, which are MAIS letters, memoranda of 
understanding signed by the partner universities, agendas of meetings, 
administrative documents, journal articles, and any document that was 
interesting to the investigation. All these documents are listed in the Appendix 1 
by topic. In the interests of triangulation of evidence, the documents served to 
corroborate the evidence from other sources. Documents were also useful for 
making inferences about events. However, documents can lead to false 
interpretations, in the hands of inexperienced researchers, which has often been 
a criticism of case study research. This was borne in mind at all times, so the 
researcher was not misled. 
 Archival records: were students and MAIS records, organizational records, and 
lists of names, survey data, and other such records. The investigator was careful 
to evaluate  the accuracy of the records before using them. Even if the records 
were quantitative, they could still be inaccurate. 
 Interviews: were the most important sources used to gain information for MAIS. 
The forms of interviews chosen were: focused, and semi-structured. Open-ended 
interviews were avoided. The researcher avoided becoming dependent on a 
single informant, and sought to have the same data from different sources, to 
compare the results and to verify authenticity. Key respondents proposed 
solutions or provided insight into single events. They also corroborated evidence 
with insights obtained from other sources.  
2.4.1 Purposive sample in the case study 
All units of analysis in the conceptual framework were considered from the different 
stakeholders‘ points of views. The research considered all the actors in the case:  
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 MAIS students; 
 MAIS professors of the partners universities; 
 Administrators of the partners university; 




Table 2.4 Data collection from MAIS stakeholders 
Stakeholders When How Where Purpose 
























return from MAIS  
MAIS 
administrators 





MAIS Masters students were the main focus of the case study, trying to understand their 
perceptions and expectations and also the recognition they have had for their 
qualifications with international currency. The case study considered the first three 
cohorts of the MAIS, with a total of 43 students (Table 2.5).  
 
Table 2.5 MAIS students cohorts 






1st cohort 2001/2002 2002/2003 22 18 4 
2nd cohort 2003/2004 2004/2005 15 13 2 
3rd cohort 2005/2006 2006/2007 6 6 0 
 
All the 43 MAIS students of the three cohorts were involved in the survey.. Almost all 
of them (79%) decided to be interviewed; three of them, who changed their address, 
could not be reached. Most of the interviews were carried out by telephone, after the 
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call having been arranged earlier by email. Only three of the interviews were done in 
person and those people lived in Parma. In total, there were 34 interviews and all of the 
participants were interviewed after they had completed the Masters or after they had 
withdrawn, that is between January and March 2008. As an ethical researcher, closely 
connected with those being researched – the MAIS students – the researcher needed to 
avoid being in position of influence and authority with those she was interviewing. 
However, certainly the researcher, working with former students could come closer than 
other researchers could have done to represent the students‘ stories. The researcher was 
completely immersed in the situation and the question was: how the researcher could 
avoid causing harm to the participants?  how could they feel free to answer honestly 
knowing that this would not affect the evaluation of their academic performance? These 
ethical issues are discussed further in the following paragraph 2.5.8. 
 
Apropos the interviews with the MAIS students, a semi-structured schema was used, in 
which the same questions were posed in the same order to all the students. Therefore, 
each possible reply fell within a specific category of analysis in the ambit of the 
research. Nevertheless, the pre-established format left the interviewee free to reply to 
the question as fully as he or she wished. The researcher took notes of the students‘ 
replies during the telephone call. The transcripts of the interviews with the MAIS 
students are provided in Appendix 2 - MAIS students interviews. 
 
More specifically however, for a fuller understanding of the problem of recognition of 
the qualification encountered by some of the students, in addition to the interview 
common in format to all the students, a second, unstructured interview was also carried 
out. This second round of interviews involved three MAIS students – two reporting 
critical situations and one a case of success. More specifically, these were: 1) a MAIS 
student who had decided to leave the library sector, 2) another who had on various 
occasions attempted to obtain recognition of her qualifications in both the private and 
the public sector, and 3) the third who had obtained promotion  while remaining in the 
same job. All these three follow up interviews were done by email. The students‘ 
segments of the case study also included the review of: student surveys, reviews of 
student career (portfolios), and student self-assessment. 
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The researcher also tried to investigate the expectations and perceptions of the MAIS 
Masters students‘ employers in term of investment in International Masters education, 
and the nature of any return. A selected sample of employers was selected that ranged 
over a variety of organisations. The choice of this sample considered first of all the 
types of libraries. Essentially two types of library were considered: university libraries 
and public libraries, essentially twotypes of libraries were considered: university 
libraries and public libraries. Secondly, the attitude of the employers demonstrated 
towards internationalisation. The employers were interviewed from April to May 2008. 
 
The first question to the employers was focused on the outcomes, asking them about 
what changes they had observed in the employees following the MAIS course. In the 
semi-structured interview to the employers of the MAIS students, they were asked: 
Did you notice an appreciable change in the productivity and behaviour of A.? If so 
what? 
 
The data on MAIS drawn up by politicians and government representatives were 
collected from the documentary analysis and from reports about  the context of the 
Bologna process.  
 
The collection and analysis of data has been classified according to elements of the 
theoretical framework developed during the first phase of the research: programme 
content, process, outcomes, BP integration and recognition of qualifications. 
2.4.2 Collection and analysis of data: Programme 
Apropos quantitative university performance data, the survey drew on documentary 
information resources. This part of the study addressed analysis of the UK evaluation 
reports produced by the MAIS staff and the Quality Assurance Agency (QAA), and 
analysis in Italy done by the Ministry for the University (MIUR) and the CENSIS 
(Social Study and Research Institute).  
 
The documents produced by the MAIS which were taken into consideration are listed in 
Appendix 1.  
 
The following external evaluation reports of the MAIS were also analysed: 
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 Quality Assurance Agency, Audit of collaborative link with University of Parma. 
Commentary. (Quality Assurance Agency. QAA 2003) 
 Ministry of Italian Universities and Research, MIUR 
 CENSIS Customer satisfaction e placement del Master Internazionale in Scienze 
dell‘Informazione e della Comunicazione  (CENSIS 2007). 
  
The classification of the MAIS in an Italian League Table drawn up by CENSIS 
(Magistà 2007) was also considered. 
 
The MAIS teaching staff, at both the University of Northumbria and the University of 
Parma, were asked the same question:  
 What results of quality enhancement in teaching and learning were achieved by the 
International Master? 
2.4.3 Collection and analysis of data: Process 
For this part of the research, the improvement of learning and teaching has been 
identified in what is considered the most innovative aspect of the BP: the shift of focus 
from the teacher to the student. The improvement of teaching and learning was 
identified in the MAIS focus on reflective practice and the teaching of research 
methods. The data gathered, which are primarily qualitative, were compared with the 
traditional quantitative measurements of university performance.  
 
Research into the enhancement of the quality of the MAIS learning and teaching was 
based on numerous information sources. The tool selected to collect data on the 
improvement in learning and teaching generated in the MAIS was primarily the 
interview. These were held with the main actors involved in the MAIS: students and 
teachers.  
 
The semi-structured interview administered to the MAIS students spanned the various 
aspects of the study. Apropos the MAIS teaching aspect, the questions were: 
 How would you rate the quality of various features of the international MAIS such 
as: teaching staff, pedagogy and responsiveness to learning preferences, library 
services, study materials, feedback and assessment, other (specify)? 
 In general do you consider valuable what you learned valuable for your future? 
 What difficulties did you encounter during your period of study? 
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Subsequently, in the final phase of data collection a focus group was planned in Parma. 
In the focus group the researcher acted as mediator or moderator, between questions and 
the group and between the individual members of the group. The objectives of the focus 
group were to:  
 interpret previously obtained qualitative results; 
 obtain more information on the issue of theory versus practice in different 
educational contexts; 
 diagnose the potential difficulties of new learning and teaching methods in Italy. 
 
Those invited to attend the focus group included the key informants, Ian Johnson and 
Sue Myburgh, and two MAIS students who, during the interviews, had brought up 
specific issues related to the application of research method in their work environments. 
A representative of a Professional Association in Italy (IT-LA4) was also invited to 
attend the focus group, and was stimulated to express her opinion on the issue of 
―theory versus practice‖.  
 
The meeting is indicated as a focus group, as it features all the characteristics of such 
(Powel, Single et al. 1996; Pickard 2007): 
 
“a group of individuals selected and assembled by researchers to discuss and comment on, 
from personal experience the topic that is the subject of the research”. 
 
The discussion of the focus group was very animated, stimulating comparison between 
the different contexts: the international scenario, defined and confirmed by the key 
informants, and the Italian situation as expounded by the MAIS students, generating 
much food for thought on an issue which is of crucial importance for LIS education in 
Italy. 
2.4.4 Collection and analysis of data. Learning Outcomes 
The source of information selected to illustrate the achievement of the MAIS learning 
outcomes was primarily the students themselves, and a selection of their employers. The 
MAIS documentation was also used as a supplementary source.  
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The first issue that emerged in the measurement of the attainment of the MAIS learning 
outcomes was deciding on how to define the evidence of such achievement. To prepare 
the semi-structured interview for the students, the researcher took the MAIS 
documentary review (documentation and monitoring reports) listed in Appendix 1 as a 
basis. After analysing the documentation, the learning outcomes defined in the 
programme specification of the MAIS (MA/MSc International Information Studies. 
MAIS 2001) were listed and used as the framework for both the interviews with the 
students and for the interviews with their employers.  
 
Another issue was to establish whether the evidence of the achievement of the outcomes 
was to be derived from direct or indirect measurements. An outcome assessed on what 
the students claim they have learned is defined as indirectly measured, as is the 
judgment made by an employer on a member of staff after completion of the course. 
Evaluation of the assignments taken by the MAIS students are instead taken as direct 
measurements. However, since the transcripts of the assignments were not available for 
all the MAIS students, the evaluation of the achievement of the outcomes was based 
essentially on the interviews with the students and their own perceptions regarding the 
attainment of the course outcomes.  
 
More specifically, the MAIS learning outcomes, taken from the course documentation, 
were structured as the knowledge and skills obtained through the course. The MAIS 
students were asked in the interviews to indicate which learning outcomes they had, in 
their opinion, most successfully achieved.  They were free to answer in any way.  
 
In replying some students preferred to indicate a degree of achievement on a scale 
ranging from Excellent, Good, Poor.  In effect several students explained that they felt 
that they had achieved all the desired learning outcomes, although some of them had 
been more effectively mastered than others. The questions to students were: 
 
What did you learn from the MAIS? 
To apply principles from this course to new situations. 
 
Acknowledgement of the international and lifelong learning context of learning. 
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To reflect and improve (or develop) my own work and my own situation by 
interlinking reflection and action. 
Ability to analyse professional situations, particularly in terms of underlying issues; 
problem solving. 
Ability to empathise with others; to work beyond what is given and to devise 
innovative solutions to problems. 
Ability to collect data and apply research methods to find replies to my own 
questions and participate in decision making. 
What personal skills have you acquired through the MAIS? 
 
I learned to communicate and explore ideas confidently with other people. 
 
The MAIS  stimulated my enthusiasm for further learning. 
 
The course developed my confidence to investigate new ideas. 
 
To be critical (and self critical) and self-assess my own practice. 
 
To be engaged in participative problem solving and continuing professional 
development.  
 
Ability to maintain positive working relationships with others; to understand 
intercultural issues. 
 
Ability to discuss complex ideas; to have developed an awareness of audience. 
 
To control time-management techniques and priority-setting. 
 
One specific problem was how to relate the change in behaviour to the attainment of the 
outcomes of the MAIS course. For example, how could one be sure that a certain 
behaviour was developed by the MAIS rather than simply being part of the natural gifts 
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of the student? How could one eliminate possibly conflicting explications for the 
achievement of certain objectives?  
 
In the end, what the researcher decided was to refer directly to the employers of the 
MAIS students to investigate their opinions about the outcomes.  
 
Following the ESG Guidelines of the BP, employability was included among the 
learning outcomes of the course. More specifically, this outcome was indicated as a new 
job, or as an improvement or promotion in the previous work situation of the MAIS 
student. The question to students was: 
 




Recruitment in new workplace 
 
As regards the employability aspect, the employers of the Master students were 
specifically asked for their opinion of the learning outcomes of the MAIS.  
The employers were also questioned about their expectations, and eventual suggestions 
regarding any necessary improvements:   
 
Are the learning outcomes of the MAIS suited to the changing demands of the library 
system?  
 
If you consider the learning outcomes inadequate, could you list those you feel need to 
be added?  Could you also specify why, in your opinion, they are inadequate?  
 
Finally, the professional success of the MAIS students was also investigated, since this 
was considered to be indicative of the transformation generated by the MAIS from 
student to authentic qualified professional. The interviews comprised the following 
question, giving different choices of actions taken which can demonstrate professional 
behaviour:  
 
What results have you had as a professional? 
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Participation in international conferences 
Participation in national conferences 
Publications in international journals 
Publications in national journals 
 
One of the long term guiding principles of the case study research was to support 
transformative quality and the empowerment of students, using the BP learning 
outcomes model of quality evaluation.  
2.4.5 Collection and analysis of data. Recognition 
The surveys consisted of querying all students tracking success and retention, and 
modes of study. Patterns of weaknesses among cohorts were used to monitor the 
success of the programme as a whole. They include issues such as: students who take 
longer than four years to graduate, students who have not achieved goals, poor faculty/ 
student interaction, the effects of the learning and teaching climate on students. Success 
factors were registered as student attainment f the educational outcomes. Following 
graduation, the ability of the alumni to find work or advancement in the professional 
world was an indicator of how well the programme serves the International Masters 
mission.  
 
A number of dependent variables could have been tested against each of the several 
students subgroups. These might have included: personality, opinions and attitudes 
variables;  levels of personal and professional competence and satisfaction with 
professional attainments after graduation. However, this in depth analysis of the 
students personality has not been done, as it was not considered central to the research 
objectives. This choice was also dictated by ethical considerations, demonstrating 
respect for students and allowing them feel free to reply honestly. Common facets of 
behaviour in all the students were noted, however, such as a hierarchical approach to 
work and difficulty in communication 
 
The research supplemented the collection of data through the interviews, by comparing 
and contrasting the answers of the interviewees with the data contained in the extensive 
documentation collected both for the MAIS and, more generally, on documentation 
about the application of the BP in Italy. Iteratively, the archive documents relating to 
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the evaluation reports performed on the MAIS by the Quality Assurance Agency in the 
UK and by the Ministry for the University, respectively in 2003 and 2007, were 
analysed. 
2.5 Analysis of data 
The analysis of the data was ongoing and parallel with the data collection, following the 
approach defined by Strauss as the ―constant comparative analysis‖ (Strauss 1987). This 
strategy entailed a comparison of each datum with all the other data collected so as to 
conceptualise possible relations between the data.  
 
Yin (Yin 2005) encourages researchers to make every effort to produce an analysis of 
the highest quality. In order to accomplish this, he presented four principles that have 
attracted the researcher's attention: 
 Show that the analysis relies on all the relevant evidence;  
 Include all major rival interpretations in the analysis; 
 Address the most significant aspect of the case study; 
 Use the researcher's prior, expert knowledge to further the analysis.  
During the analysis of the data, the observations on the same were constantly noted, 
recording month by month the progress of the research and the comprehension of the 
phenomenon in the researcher‘s personal diary. 
2.5.1 Pattern matching 
The MAIS case study was used instrumentally to explore the impact of the BP 
internationalisation on quality enhancement of LIS education in Italy and it was an 
exploratory case study (Yin 1989). The case analysed is of secondary interest, it played 
a supportive role and facilitates an understanding of the Bologna process issues and 
challenges for LIS education in Italy. The research has studied the present International 
Masters individual case for broader transferability.  
 
Learning is a combination of several inseparable aspects: the outcome (what is learned), 
the situation (the programme and the context where it is learned), the process (how it is 
learned), and the internal characteristics of the learner (genetic and historical influences) 
(Schmeck 1988).  
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The pattern arising from the analysis is related to the categories which emerged from all 
the evidence collected during the research. The categories of the analysis were used to 
describe the following elements and their interrelationships: personal and cultural 
characteristics of the students, the MAIS course competitive attractiveness in the 
context of LIS education in Italy (Where), the MAIS enhancement of learning and 
teaching (How) and the MAIS learning outcomes (What), including skilled students and 
employability. The pattern matching used in the case study is illustrated in Fig. 2.3 
Analysis of MAIS case study.  
 
Fig. 2.3  Analysis of  MAIS case study 
 
Through this data collection, a detailed description of the case emerged, as did an 
analysis of the key themes of internationalisation and quality indicators and an 
interpretation or assertions about the case or setting by the researcher (Stake 1995). The 
analysis was rich in the context of MAIS (Merriam 1988) and presented an embedded 
analysis of the specific aspects of quality issues of LIS education in Italy.  
2.5.2 Procedure for data processing 
MAIS learning 
outcomes and LIS  
in Italy 
MAIS learning and 
teaching 
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All interview data were transcribed and verified by the respondents. The transcripts of 
the interviews were sent to the respondents, who checked them and agreed with the 
transcription. 
The first step in analyzing the data was to organise the data by searching for words, 
sentences and facts that appear regularly and putting those with the similar units of 
meaning in the conceptual framework category. This was done using an excel file. The 
results of this process was a set of categories which could provide a reasonable 
reconstruction of the data collected.  
2.5.3 Emergent design 
The researcher has then compared the different categories found from the analysis 
process, trying to find connections and common themes among the categories.  
Grounded theory was applied as ―a strategy for handling data in research, providing 
modes of conceptualisation for describing and explaining‖ (Glaser and Strauss 1967).  
Developing categories began with the coding of the data from the beginning of the 
research. Three implications of the expected results were noted. First, the importance of 
the internationalisation driven by the BP for the learning outcomes assessment. Second, 
the consideration of the relationships among learning outcomes and, as a cascade effect, 
the curriculum design and a focus on pedagogy and in the learning experience, 
including recognition as an internationalisation factor. Also, work environment 
anomalies and obstacles to recognition of LIS qualifications in Italy were evidenced as 
issues to be considered in the enhancement of quality of the educational process. During 
the coding of the data, it was evident that another aspect to be considered was the 
realization that the students‘ achievements were related closely to cultural and personal 
characteristics, such as a hierarchical approach to work and difficulty in 
communication.  
 
These modes of conceptualisation are the personal interpretations of the researcher, who 
is conscious of her interpretative discretion, who may decide what is a pattern and if this 
pattern has been matched. Consideration of alternative and rival explications were 
considered, providing balance. 
 
The main objective has been to use the mode of explication. In the explication building 
mode, the researcher started taking the data collected attempting to see if they converge 
over a logical sequence of events and explain the case study outcomes. Rival 
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explications have been evidenced from the data of LIS education in Italy in comparison 
with the data collected from MAIS case study. Constant reference to the original 
purpose of the research was made, during this process.  
2.5.4. Anticipated outcomes 
The BP learning outcomes model applied to the MAIS programme involved the analysis 
of the MAIS students, the LIS education programmes in Italy and of the Italian labour 
market, which is the context of the International Masters.  
 
In sum, the BP learning outcomes model has been used to appraise the residual impact 
of the Masters course upon its students and to determine whether and how well the 
programme‘s goals and objectives had been achieved and what the major results were.  
 
The learning outcomes model sought to relate the International Master experience to 
students‘ pre-course characteristics, and it also underscores the importance of relating 
the students‘ experiences (i.e. academic, social, and personal) to students‘ satisfaction 
and success. Dervin‘s (Dervin 1983) approach to user studies is to take into account the 
users‘ own environment and their subjective adaptation to it. Instruments that can 
identify non formal and informal learning appear important for the research. 
 
Learning outcomes have applications at three distinct levels: 1) the local level of the 
individual higher education institution (for university, course units/modules, 
programmes of study and qualifications); 2) the national level (for qualifications 
frameworks and quality assurance regimes); and 3) internationally (for wider 
recognition and transparency purposes).  
2.5.5 Credibility 
Credibility is demonstrated by prolonged engagement with research participants, MAIS 
students, LIS and MAIS teachers, selected employers and key informants, and persistent 
observation of those participants, using the triangulation of the techniques used to study 
those participants and their contexts, and member checks. Mellon (Mellon 1990) defines 
this as objective subjectivity: identifying that it is impossible to remove all subjectivity 
from a qualitative study: this stimulated the researcher to be constantly alert to this 
subjectivity and compensate whenever necessary. To apply the objective subjectivity to 
this research, the case report has been verified with all the study participants using 
member checking.  
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2.5.6 Confirmability and dependability 
Each researcher is embedded in prejudices, value and specific cognitive frameworks 
(Lazar 1998). The goal of the research process was to ensure that the results accepted as 
subjective knowledge of the researcher, can be traced back to the raw data of the 
research and that they were not merely a product of the observer worldview, 
disciplinary assumptions, theoretical proclivities and research interests (Charmaz 1995).  
 
Evidence needed to be provided that demonstrates that the methods and techniques were 
applied appropriately and with relevance to the study. In order to allow for this an audit 
trail has been maintained by the researcher along with a research journal. An example of 
the data produced can be examined in the Appendix 3, in terms of accuracy relating to 
transcripts and levels of saturation in document collection. The point at issue is whether 
the data jumped or were pushed, emerging versus forced (Melia 1997).  
 
Dependability is concerned with the manner in which the study was conducted.  To 
strengthen further the dependability (Gorman and Clayton 2005), a number of means 
have been employed, for example consistent note taking, immersion in the context by 
participating in international and national Conferences on LIS education, and referring 
to other research experiences. The components of validity have been based on face 
validity, criterion validity and construct validity. Information collected about MAIS 
students and graduates has been analysed in terms of International Master goals and 
objectives, the peculiarities of the Italian context, and emerging professional trends in 
Italy, prior to decision making about the curriculum.  
 
To reduce misinterpretation, triangulation has been carried out, using a process of 
multiple perceptions to clarify meaning, verifying the repeatability of an observation or 
interpretation (Stake 2003). For example, different perceptions of MAIS students and 
their employers were considered for a better understanding of the first findings 
2.5.7 Transferability 
This case study is not to establish new theory, just as one experiment cannot establish 
new theory. Based on the data collected, the case study of MAIS could be used as a 
pilot study for further research on the impact of BP on quality in a context with similar 
conditions to Italy. In qualitative research the goal is to allow for transferability of 
findings rather than generalisation (Pickard 2007). The study is not intended to produce 
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generalisations but to allow for transferability of findings, based on contextual 
applicability. Here the researcher provides rich pictures on LIS education in Italy, but 
every other context is by definition different: the researcher collected sufficiently 
detailed descriptions of data in LIS education in the Italian context and has reported 
them in a manner to allow judgements about transferability. 
 
In the final interpretative phase, the researcher reported, as Lincoln and Guba (Lincoln 
and Guba 1985) advocate, the lesson learned from the case. The aim of this is to 
advance the study of the impact of the BP in terms of benefits to both information 
professional‘s education and in particular to the teachers in LIS schools. 
2.5.8 Ethics 
The research was different from assessment of students outcomes: it went beyond data 
on achievements and tried to study in depth students self perceptions, attitudes, 
practices, etc. This could potentially be intrusive, causing harm to participants. The 
researcher obtained the informed consent of all concerned, following the code of 
conduct of the University of Northumbria (see Appendix 3). In relation to the research 
related to interviewing the MAIS students, also the Italian legislation has been followed. 
 
The University of Northumbria has its own policy of ethics relating to research2. The 
study has been bound by its regulations and also conforms to the Italian legislation on 
privacy and respect for personal data (DL 30/06/2003 n. 196). A formal letter of request 
was sent to the interviewees and respondents, detailing the nature of the study and 
specifying the aims and objectives. The research participants gave informed consent, 
with mutual understanding of the research objectives, accepting possible publication of 
the results. Anonymity implies that research participants remain totally anonymous 
during and after the research activity. This is not the case of MAIS students, where we 
can however assure confidentiality. Confidentiality means that nobody will be told of 
the identity of the participant. This has been done by removing all identifying data at the 
earliest stage of transcripts. The students participating jn the research are only identified 
by a code formed of letters (S1, etc).  
 
                                                             
2
 CEIS School Research Ethics Procedures. UNIVERSITY 
 
  63 
Ethical considerations were considered when trying to ensure a balanced  relationship 
between the researcher and the MAIS students. This was achieved by: 
1) trying to keep the data collection purposes very clear and limiting the data requested 
only to those strictly necessary for the research objectives. This was to prevent intruding 
into the wider personal behaviour and attitudes of the individual students;  
2) contacting students and agreeing in advance about the telephone interview, respecting 
the different needs of the students; 
3) carrying out the interviews after the students had completed the programme, so that 
they felt free to answer honestly knowing that this would not affect their academic 
assessment. 
 
 The key informants gave their consent to be nominated. 
 
Member checking was used, sending the transcript of the interviews to the respondents. 
This is a normal step in case study research and provides a very useful means of 
clarifying how the researcher has interpreted, analysed and presented the data. 
2.6 Presentation of the findings 
For the presentation of the findings, the researcher has chosen a systematic approach, 
instead of presenting findings respectively of the interviews and of the documentary 
analysis, and the other tools used for collecting data. This was motivated by the need for 
clarity and to develop a case explanatory description.  
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Chapter 3. Internationalisation and Quality 
3.1 Introduction 
The following literature review is necessarily selective and focused on providing a 
large-scale ‗map‘ of the literature based on the identification of three overlapping and 
interconnected topics: 1) internationalisation and quality assurance; 2) quality 
guidelines and standards used in LIS schools, and 3) The BP quality as a lever of LIS 
education reform.  
3.2 Internationalisation and Quality Assurance 
To understand the BP, we must aknowledge the fact that it represents a  reaction to 
current opinion concerning university education as a service which follows market 
criteria. This new socio-economic context driving higher education has been  created by 
the approval of the World Trade Organization (WTO 1998) of the General  Agreement 
on Trade in Services (GATS), which, in a globalised world, sets rules for the conduct of 
international trade in services, including education services. The GATS includes both 
general rules—for example, those related to the transparency of trade-related 
regulations—and a framework for specific commitments under which countries choose 
whether, and under what conditions, to allow access to their markets for foreign suppliers. 
The provisions in the GATS related to trade regulations and the ways countries choose to 
allow access to their markets are relevant to the issue of recognition of international 
quality standards or qualifications for professionals. Universities worldwide are engaged 
in innovative teaching modes, and expanding their activities in the area of distance 
education, continuing education, vocational training and lifelong learning (Van Damme 
2002). Moreover, in the context of an increasingly internationalised job market, employers 
need reliable information on how to evaluate higher education degrees in terms of the 
degrees recognised and granted in their domestic market. 
 
The WTO-GATS agreement presents many risks for higher education institutions. 
Many fear that an unregulated global higher education market will give way to a 
devaluation of quality standards. In a more demand-driven educational market, 
standards tend to adapt to the demands of customers. The internationalisation of higher 
education could also be dangerous for the consumer, if it lacks transparency. To 
counteract these risks, many guidelines and codes have been developed by international 
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organisations. The researcher has examined the work done by UNESCO (UNESCO, 
2002, 2004) and the OECD (UNESCO 2002; OECD 2003; UNESCO 2004), the BP 
(Campbell and Van der Wende 2000; Adam, 2004; Tuning, 2003, 2004) and the 
Education and Training Section of IFLA (Fang and Nauta, 1987; Dalton and Levinson, 
2000; Daniel, Lazinger, and Harbo, 2000; (Tammaro 2005) Weech and Tammaro, 2008). 
All these guidelines and codes of practice aim at three broad objectives: 
 to improve transparency of programmes and qualifications; 
 to stimulate cooperation and mutual recognition between two or more countries; 
 to foster the international cooperation and professional networks for recognition. 
 
The first objective deals with the transparency of qualifications/levels and structures of 
programmes. Transparency has to be achieved through common systems of recognition, 
as for example years of study, and tools such as the European Qualification 
Frameworks. 
  
The second objective deals with relationships between countries, which cooperate to 
agree on common criteria of recognition and quality. There are some notable examples 
of this cooperation in LIS education (Wozniczka-Paruzel 2002; Virkus 2003), including 
the LIS joint courses (Dixon and Tammaro, 2003).  
 
The third objective refers to internationalisation and quality assurance experiences, in 
which it is possible to agree on quality guidelines and on quality assurance procedures 
with a leading international body. Concerning this third objective, there are very few 
experiences to evidence, but bottom up consensus building and voluntary acceptance of 
shared principles seem to be the favourite procedures used by national agencies, 
professional bodies and joint courses. Shared principles and quality criteria are essential 
for the success of any cooperation and coordination of LIS schools in Europe.  
 
3.2.1 UNESCO and OECD 
UNESCO and the OECD forum on trade in educational services were the first in 
developing guidelines for consumer protection in cross-border higher education: the 
joint UNESCO-OECD Guidelines (OECD 2003; UNESCO and CERI 2004). OECD 
(OECD 2003) provided a summary of the progress on mapping trends in international 
quality assurance, accreditation and recognition of qualifications. For achieving 
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transparency, the Guidelines suggest the establishment of an international database, 
based on a clear set of definitions and a typology of regulatory systems, listing all 
institutions that are recognised, registered, authorised, licensed or accredited (UNESCO 
and OECD 2005). For stimulating cooperation, UNESCO and OECD encourage the  
implementation of  assessment criteria and procedures for comparing programmes and 
qualifications and also the adoption of learning outcomes and competences that are 
culturally appropriate in addition to input and process requirements. Also, the need to 
improve the accessibility, at an international level, of up to-date, accurate and 
comprehensive information on mutual recognition agreements for the professions is 
stressed and the development of new agreements is encouraged.  
 
For the third objective, related to an international process of quality assurance, the 
international professional associations are stimulated to develop guidelines on 
recognising standards of professional programmes, respecting national sovereignty and 
avoiding uniformity. Professional recognition arrangements can have an important 
harmonising impact on curricula, learning outcomes and qualifications (UNESCO and 
OECD 2005). 
3.2.2  IFLA Education and Training Section 
The International Federation of Library Associations (IFLA) Education and Training 
Section has been active in supporting internationalisation and quality assurance in LIS 
education much earlier than the WTO-GATS, with a focus on two activities: a core 
curriculum and equivalency of qualifications (Fang, and Nauta, 1987; Dalton and 
Levinson, 2000; Daniel, Lazinger, and Harbo, 2000). The aim of these efforts was to 
facilitate the recognition of professional qualifications across national borders and to 
enhance the quality of LIS education globally.  
 
The IFLA Section has published some tools aimed at achieving greater transparency of 
professional qualifications and establishing standards for assessing the quality: 
 Guidelines for equivalence and reciprocity of professional qualifications (Fang and 
Nauta 1987). These would provide opportunities for improving the skills of individual 
students and increasing the quality of the national LIS Schools. It was recognized that 
LIS education would be at the tertiary and/or post-tertiary level in most countries; 
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 Guidelines for LIS Educational Programmes (IFLA. Section Education and 
Training 2000). These assist in determining the course and programme content and 
are regularly updated; 
 World Guide to Library and Information Science Education (IFLA. Section 
Education and Training 1995) which lists all the institutions offering education in 
LIS worldwide. 
 
3.2.3.1 Quality of LIS education 
The quality assurance models in LIS schools (IFLA. Education and Training Section 
and Tammaro 2005; Tammaro 2006) were investigated in a research project started in 
2003, at the IFLA Berlin Conference. The objectives of the research were to identify 
the quality indicators and how quality is measured and evaluated. The IFLA survey has 
investigated most Library Schools in Europe3 and evidenced that the quality assurance 
process of LIS Schools in Europe is at present carried out by Government or 
Government founded agencies (69%), combined, in 35% of countries, with internal 
Quality Audit. The Professional Association model as leading the quality assurance 
process is present only in 7% of European Library Schools. Some of the Library 
Schools also have external assessors (21%) such as employers and alumni or an 
international expert panel. Whereas in the past, an institution of higher education might 
have seen itself as a self-assertive organisation, increasingly, the survey has 
demonstrated that there is now external assessment. In most cases, the European LIS 
schools have to follow the guidelines which are given by the Government Agency 
which are common to all universities and not subject related. It must be noted that 11% 
of the European countries have no accreditation of LIS programmes, and Italy is in this 
group.  
3.2.3.2 Recognition of qualifications 
Dalton and Levinson (Dalton and Levinson 2000) conducted a study for IFLA‘s 
Education and Training Section on LIS qualifications worldwide, with the goal of 
                                                             
3
 The European countries which replied to the IFLA SET survey were: Albania, Austria, 
Belgium, Bulgaria, Czechoslovakia, Croatia, Germany, Denmark, Estonia, Spain, Finland, 
France, Greece, Ireland, Italy, Lithuania, Luxembourg, the Netherlands, Norway, Poland, 
Portugal, Serbia, Sweden, Slovenia, Slovakia, United Kingdom. The missing countries were 7: 
Cyprus, Hungary, Iceland, Latvia, Lichtenstein, Rumania, Malta. 
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determining acceptable criteria and procedures for establishing equivalency of 
qualifications. Feasibility of different approaches was sought following three different 
approaches: 
 Database of national accreditation criteria: this proved impractical since it was 
discovered that most of the world did not have accreditation criteria specifically 
for LIS education; 
 International expansion of the existing NARIC: since NARIC (National 
Academic Recognition Information Centres) is limited to  EU countries, 
expanding the database internationally would be an overwhelming task (ENIC-
NARIC net 2008);  
 Database of LIS course content and duration: this could include each LIS 
education institution in the world. They did note the challenges of keeping such 
a database current as well as recognizing that most countries did not have 
library associations that oversaw the quality of LIS education programmes, 
which would likely be a significant barrier to the realization of this third 
approach. 
 
Weech and Tammaro (Tammaro and Weech 2008) have investigated further the 
feasibility of equivalency and recognition guidelines. The results of the survey for the 
European4 countries, have evidenced that:  
 Professional qualifications: most of the European respondents gave evidence that 
the pre-eminent entry level in Europe is the LIS Bachelor degree. Any Bachelor 
degree (not in LIS) is required by some countries in Europe (for example by 
Portugal, Bulgaria, Italy). For civil servants, additional requirements are 
certification of individuals (as for example Estonia, Belgium), or professional exam 
(Spain, Croatia). For career advancement in Public Administration, there are special 
requirements, such as professional retraining (Russia), or Masters completion (as in 
France). 
 
                                                             
4
 European LIS schools responding to the IFLA survey were representing 16 countries, 48% of  
EU countries and candidate countries. They were: Belgium, Bulgaria, Croatia,  Estonia, France, 
Hungary, Italy, Norway, Poland, Portugal, Russia, Slovenia, Spain, Sweden, Turkey,  United 
Kingdom. 
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 Course structure:  All European respondents to the IFLA survey have declared that 
the Bologna reform has resulted in the flourishing of new courses of librarianship in 
universities. The two tier structure of BP has been applied in all LIS schools, 
together with the ECTS credits, except in Turkey. However some issues have been 
evidenced. Same subjects receive different ECTS points as the calculation is not 
related to agreed standards.  
 
The participants to the IFLA SET survey were also requested to give their opinions on 
the realisation of an international recognition and accreditation procedure. Three 
models have been indicated: 
 International resource centre: IFLA could support LIS professional associations 
giving relevant information, 
 International experts committee: this could involve volunteers for the assessment of 
LIS education on an advisory basis, 
 Learning outcomes approach: to agree learning outcomes to be met by all LIS 
professionals who wish to have their training recognized internationally. 
 
The replies indicated that many of the respondents would prefer the third approach: a 
quality model focused on learning outcomes (53% of respondents in Europe). In order 
of preference, the other approaches were ranked lower: an international resource centre 
(50% of respondents in Europe) or the international experts committee (40% of 
respondents in Europe). The respondents were asked to give their opinion on two 
different approaches to learning outcomes: 
 Benchmarking: this could be done by sharing best experiences of LIS schools and 
assessing quality through a peer review process. This approach of benchmarking 
was indicated as being preferred  by 60% of respondents in Europe. 
 Certification of professionals: this could be done by professionals who successfully 
completed the courses at each school. (Tammaro, 2005, p. 19). The second 
approach, linking QA to assessment of students‘ achievements was indicated as 
53% of the preferences in Europe.  
 
In conclusion, as the internationalisation concept matures, both as a concept and a 
process, LIS institutions of higher education are beginning to address the issue of 
quality assessment and assurance in an international dimension. A comparison can be 
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made between UNESCO and OECD (UNESCO and OECD 2005) and IFLA SET 
proposals for the LIS sector. UNESCO and OECD look for generic tools and mutual 
agreements based on shared criteria; IFLA SET, in addition, focuses on Guidelines for 
content design and on supporting tools for benchmarking and accreditation carried out 
by professional associations.  
 
The literature review has evidenced that the main stimulus for international quality 
assurance is the influence of the market approach to higher education and the emphasis 
on competitiveness of higher education systems is both from an improvement of quality 
and accountability perspective (Knight and De Wit 1999).  
3.3 Quality Guidelines and Standards used in LIS Schools  
It is important to know those leading bodies who are setting the LIS educational quality 
standards. LIS schools use two approaches:  
1) accreditation of the programme by professional associations,  
2) accreditation of the programme by higher education institutions.  
 
Strengths and weaknesses of these two approaches have been extensively discussed 
(Cronin 1982; Saracevic 1994; Gorman 2004). The professional association approach is 
used in Europe only in the United Kingdom. Most of the present QA systems are driven 
by government and university quality audit: these assessors look for quality such as 
fitness for purpose and value for money.  
3.3.1 Taxonomy of LIS Guidelines and Standards  
All the LIS guidelines (Khoo, Majid et al. 2003) cover areas such as the content of the 
programme, the institutional support, the relationship with  parent institutions. 
The IFLA Education and Training Section has defined the accreditation requisites in 
the Guidelines for professional LIS educational programmes (IFLA. Section Education 
and Training 2000). The content of a core curriculum is indicated, based on information 
management. IFLA guidelines specify theory and practice and suggest having 
practicum, internship and fieldwork for students. Transferable skills, such as 
communication skills, time management skills, analytical and problem solving skills 
are also listed as desirable learning outcomes.  
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Three models of quality assurance have emerged from the analysis of various LIS 
guidelines and standards (Knox, IFLA, 2001; Tammaro, 2005d). The three models 
correspond to different phases of the educational cycle. They are: 1) programme 
orientation, 2) educational process orientation and 3) learning outcomes orientation.  
 Programme orientation: this is driven by Government QA Agencies and 
stresses accountability and consumers protection. The criteria most commonly 
used in LIS Guidelines assume that learning takes place if institutions provide 
certain inputs or resources (e.g., curriculum content, limited class size, full-time 
faculty, student workload, documented policies, equipped classrooms and 
libraries). Quantitative indicators such as number of students enrolled and drop 
out rates are also important. Quality is meant as fitness for purposes and value 
for money. 
 Educational process orientation: these quality indicators include the major 
decision areas for teachers, administrators and university quality audits. The 
assumption is that, if the learning and teaching process is well carried out, the 
success of the education is assured. The monitoring of the educational process is 
continuous with a combination of self-evaluation and external evaluation. When 
specifying quality standards, some define minimum requirements and others 
look for identifying excellence. Industrial standards are often used, such as 
TQM or EFQM, which usually stress world-class benchmarks and excellence 
(Harvey 1995). 
 Learning outcomes orientation: attention is on explicit and detailed statements 
of what students learn: the skills, knowledge, understanding and abilities. The 
adoption of a learning outcomes approach focuses on the student achievements, 
competences and employability. The assessors involved in a learning outcomes 
approach are professional associations, higher education institutions with the 
involvement of students active participation in the assessment. The quality 
assurance model in this case stresses a transformative concept of quality of 
learning, and is based on individual student assessment. This approach has 
many implications for the design of curriculum, course content, and learning 
and teaching courses. 
3.3.2 Certification of individual 
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Another way of recognising the quality of education is the certification of the 
individuals. CILIP (CILIP 1992) and the Australian Libraries Information Association 
(ALIA) (Ramsden and Martin 1995; ALIA 2003), combine an accreditation and a 
certification programme. Another certification project is driven by CERTIDOC, started 
as a European project (CERTIdoc Consortium 2003; Rittberger and Schmid 2003; 
CERTIdoc Consortium 2004; CERTIdoc Consortium 2004).  
 
For the certification procedure, there is the need to provide evidence of an individual‘s 
fitness for professional practice. This evidence consists of a professional development 
report, a portfolio and an interview of the person to be certified. A relatively small 
number of competences have to be evidenced, utilising different methodologies 
(Winterton and Delamare 2004). A first method of analysing occupational functions 
begins with a top-down process of identifying the key purpose and key roles, and then 
progressively breaking these down into smaller units of competence. Each element of 
competence can be further refined into a series of identifiable, measurable and 
assessable performance criteria. This method is called ―competence referenced 
process‖. A number of English-speaking countries have formally developed and 
published national frameworks of qualifications, or National Vocational Qualifications 
(NVQ)(Konrad 1997).
 
Another approach reviews the range of activities and work 
arrangements in which professional functions occur, related to different work 
environments and qualifications levels. This approach is called the ―criteria referenced 
process‖ (Popham 1978). Some indicators relate to a professionalism process such as 
competences and knowledge mastery, and some critical skills such as problem solving, 
use of practical knowledge (Special Libraries Association 2004) (Association of 
College and Research Libraries 1992). The approach based on competences has 
become increasingly sophisticated, with a detailed set of training standards in a wide 
range of occupational areas (Norris 1991; Wolf 1995; Harvey 2001) to the point where 
the importance of the methodological concerns have been recognised in some LIS 
schools (Layzell Ward, 2001; Ashcroft, 2002; Roggema-van Heusden, 2004; Bruyn, 
2005; Corrall, 2005; Gleize, 2005). Such competence lists, however, do not 
contemplate the disciplinary knowledge or the ethics of the librarian. They are, 
moreover, subject to continual change.  
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Regarding LIS competences, the following documents are to be considered, as they 
reflect the professionals‘ point of view: 
 Competencies for information professionals of the 21st Century. Special 
Libraries Association (Special Libraries Association 2004).  
 Euroguide LIS: competencies and aptitudes for European information 
professionals (CERTIdoc Consortium 2004) 
 
Euroguide LIS (CERTIdoc Consortium 2004) is a very comprehensive list of 
competences and also gives indications of the four levels considered in competences: 1) 
Awareness; 2) Knowledge of practice and techniques; 3) Effective use of tools; 4) 
Effective use of methodology. These levels are not related however to the European 
Qualifications Framework. 
 
It should be underlined that the process of certification can be cumbersome or costly. 
The accreditation of courses seems more reliable, however no international standards 
have been agreed. 
3.3.3 Industrial standards 
Another approach to quality assurance in LIS is the application of industrial standards 
such as ISO 9000, and management systems such as TQM (Total Quality Management) 
and EFQM (European Foundation for Quality Management 1992). The ISO 9000 series 
(ISO 2000) intends to stimulate trade by providing assurance of an organisation‘s 
ability to meet specifications and reach the negotiated standards. The focus is on basic 
process control of products and services. The standards are not intended to certify the 
quality of a product or service or whether one is superior to another, but the standards 
relate to an organisation‘s quality system (Lampercht 1992; Levasseur 1996). In trying 
to use industrial standards in education,  education can be treated as if it were a 
manufacturing process and students are viewed as products or consumers. Classifying 
students as customers has the advantage of emphasizing that to achieve quality one has 
to listen to students and be sure they are satisfied. Based on this view, Harvey (Harvey 
1995) hypothesizes that the effort to implement quality management models as 
practiced in industry across all operations of a university is mistaken. An educational 
enterprise has to take a more  holistic approach, not limited by the  processes, product 
or service approaches of the industrial model.  
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Quality management systems (Herget 2003) offer for LIS University Departments the 
possibility to achieve and monitor excellence, by looking at financial aspects, internal 
processes, efforts for change and innovation, the impact of communication, and alumni 
surveys.  
3.3.4 Subject benchmarking 
Other quality assurance procedures include the Subject Review Audit. Subject 
benchmark statements set out expectations about standards of honours degrees in broad 
subject areas. The benchmarking process in LIS is carried out only in the UK (Huckle, 
2002).  
3.4 BP as a lever of  LIS education quality 
The most frequent structure for LIS education in Europe is its location in a department 
or in a Faculty, within a university. This phenomenon is one of the reasons for the 
difficulty in changing a curriculum in LIS. Sometimes, especially in countries of 
Central and Southern Europe, these LIS departments co-exist with other forms of on-
the-job training offered by national libraries or other libraries or cultural institutions 
(Harbo, 1996). This phenomenon characterising LIS education in Europe, which is 
called convergence, has a big impact on the quality of the LIS programme, i.e. for 
content design, where general disciplines sometimes exist as mandatory subjects, or for 
staff size and recruitment selection criteria. Currently there are no standards for the 
inclusion of internationalisation in the European LIS programmes (Abdullahi & 
Kajberg, 2004). 
 
Designing a programme with an international content needs to reply to a key question: 
what does internationalisation mean for curriculum design? There are two possible 
approaches (Martin, 2002):  
 Adapting course content: this is done to reflect shared criteria and LIS values;  
 Redesign of curriculum: this implies a radical change in terms of content, teaching 
strategies, resources etc. to make the curriculum more inclusive and international.  
 
Is it possible to develop a European curriculum in LIS? A single curriculum has been 
attempted in the past, but in Europe the traditions and the labour markets are different, 
and agreement on a single programme is not only difficult but not desirable. The idea of 
a common curriculum model has been abandoned, as it is not easy for an institution to 
change from a more traditional curriculum to one that may be radically different.  
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The current efforts, with the stimulus of the BP, go toward reaching agreement upon 
base criteria and values so as to harmonise the various curricula. At the same time, joint 
courses are promoted to experiment cooperation for a common curriculum and shared 
quality assurance procedures. 
3.4.1 The BP 
The BP is trying to achieve another important internationalisation‘ objective, which is 
to act as a lever for improving the quality of higher education.  To meet this objective, 
it is important to share reference tools, such as guidelines and standards, both for 
improving transparency and as a basis for a cooperative dialogue among stakeholders. 
In this economically-driven and globalised context, the BP has established the quality 
of the European Higher Education Area as one of its main aim. The priorities of BP are: 
the cooperation for quality enhancement and the recognition of qualifications 
(European Commission 2007; Bologna Process 2007-2009). Van Damme (Van Damme 
2001) lists the different methodologies suggested or experimented until now by BP 




Fig. 3.1 BP and Quality Assurance 
 Minimum requirements: this is minimal strategy with a set of basic indicators. The 
activities of the BP in achieving transparency, quality enhancement and recognition 
of qualifications cover reference tools such as the European Qualification 
Framework and other European standards (such as ECTS, Diploma Supplement, 
Europass, Dublin descriptors). The European Ministers of Education adopted in 
2005 the ESG Guidelines for Quality Assurance drafted by ―E4 Group‖ (ENQA, 
ESIB et al. 2005); 
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 Development of a conceptual framework: such a conceptual framework could first 
of all comprise a set of definitions and principles and later a set of methodological 
tools. The learning outcomes of the programme, which combines the selection of 
appropriate teaching and assessment strategies and the development of suitable 
curriculum design, has been indicated as the basis of a code of practice for 
internationalisation of quality (Campbell and Van der Wende 2000; Adam 2004); 
 Cooperation for quality assurance: there is now a general acceptance in Europe of 
the need for formal procedures of external QA of higher education institutions and 
programmes, but QA has a high variety of forms, procedures and functions and 
there is no agreement, in the context of BP, on whom and what should be accredited 
at an international level. The BP objective is to achieve a cross-border quality 
assurance system, based on cooperation of national quality procedures (European 
Commission 1998; Van Damme 2001). The existing QA agencies and accreditation 
systems could use the quality model mentioned above, based on a mutually 
accepted definition of quality and basic standards and criteria. Joint courses are 
cooperating for quality assurance, as the consortium partners agree on common 
rules for quality of the programme; 
 International meta-accreditation: in this case the meta-accreditation results in a 
formal recognition and a certification by an International Agency.  
 
The key role of internationalisation for quality enhancement has been gaining 
increasing recognition in Europe (Van Damme 2002). The European trends toward 
internationalization of quality which until now have been experimented with are:  
1) International benchmarking: benchmarking and comparison with best practices and 
standards was started by the BP (ENQA 2002). Benchmarking should be considered as a 
response to the growing competition among educational institutions (nationally as well as 
internationally) and their search for the best practices and most superior performance.  In 
the context of the BP, benchmarking emphasises the need for increased comparison, 
transparency and visibility of quality in higher education (ENQA 2002).  
 
2) Globalising professions: this is an effort driven by professional associations with an 
international organisation, who are becoming involved in Europe in the development and 
agreement of quality standards and recognition criteria. This was done for example by the 
Engineering Associations, who have developed a set of criteria and competences for the 
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profession, internationally agreed (SEFI. 2002; Maffioli 2003). The BP has been also 
stimulating the specific development of standard indicators for learning outcomes in a 
range of all occupational areas, with the purpose of improving employability and 
mobility of students and professionals in an international labour market. This trend tries 
to compensate for the inability of the HE sector to agree on internationally standards of 
academic quality, by imposing professional standards with a focus on competences 
(Whitehead, 1989; SEFI., 2002; Maffioli, 2003; Tuning, 2004).  
 
3) Joint courses: some European countries are experimenting with joint programmes 
evaluation, based on collaboration between consortia of HE institutions and national 
Quality Assurance Agencies (Tauch & Rauhvargers, 2002; Tammaro & Dixon, 2003; 
European University Association, 2004). 
 
3.4.2 The BP Learning outcomes model 
There is increased understanding in Europe among international experts and policy-
makers that it is of limited value to try to achieve convergence in the formal input and 
process characteristics of programmes (Harvey 2001; European Commission. Irish 
Presidency Conference 2004). The way programmes are organised, the delivery mode, 
the specific teaching and learning setting, even the exact amount of time and workload 
invested in them, are increasingly diverging, but this divergence does not intrinsically 
affect the comparability of learning outcomes. The BP (Adam, 2004) is now placing a 
growing emphasis on learning outcomes, giving institutions greater flexibility as to how 
they achieve such outcomes and focusing on the programmes‘ desired learning 
objectives instead of input measures.  
 
The BP learning outcomes focus is based on important pillars of the Bologna reform:  
 Lifelong learning scenario: the student/adult learner, from student to full 
professional status, should be able to trace his progress with the identification and 
recognition of knowledge and skills acquired;  
 Shift of pedagogy from teaching to learning: the students/adult learners are in a 
more central role in the process of quality reform of higher education;  
 Collaboration with employers: the need for a dialogue among all stakeholders for 
agreed competences and better employability.  
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The BP learning outcomes model represents the most ambitious objective of the BP 
internationalization of quality, however it was not present in the Bologna Declaration.  
Europe is only at the outset of a move from input standards for QA (in terms of 
structure of the courses, content lists and contact hours) towards outcomes based on 
curricula and continuous outcomes assessment. This move is also from quality 
assurance of higher education institutions to a quality culture spread amongst all 
stakeholders. The different levels of the learning outcomes approach (international, 
national, local, programme level) were clarified by Adam (Adam 2004), in an attempt 
to define integration and the differences of approach of different stakeholders in 
different phases of the educational process: 
Learning outcomes have applications at three distinct levels: (i) the local level of the individual 
higher education institution (for course units/modules, programmes of study and qualifications); 
(ii) the national level (for qualifications frameworks and quality assurance regimes); and (iii) 
internationally (for wider recognition and transparency purposes). Learning outcomes and 
'outcomes-based approaches' have implications for curriculum design, teaching, learning and 
assessment, as well as quality assurance. 
 
Teachers must be concerned with the learning outcomes at the level of the programme, 
but they must also consider the necessary alignment of the national and international  
levels and the professional qualifications (EQF). The issue of the quality of the 
education is bound up with the question of recognition in the framework of lifelong 
learning and the consequent need to record the learning achieved, through both formal 
education and informal training, in a quantitative manner. After Bergen (2005), the BP 
focus on learning outcomes has been further clarified and the quality of teaching and 
learning was linked to the achievement of learning outcomes and to the international 
recognition through the application of the European Qualifications Framework.  
 
International recognition is based not only on quantitative indicators (as numbers of 
ECTS, years of study) but requires that individuals must be able to combine and 
accumulate learning outcomes acquired in different institutions and a set of BP 
common reference tools supports this aim, giving transparency to the different levels of 
higher education. This common structure of levels, called the European Qualifications 
Framework (EQF), takes the form of a two dimensional grid: a "vertical dimension", 
containing general transversal descriptors (based on the Dublin descriptors) and a 
horizontal dimension containing specific "qualitative descriptors" related to the 
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different sectors (European Commission 2005). Dublin descriptors, as proposed by the 
Joint Quality Initiative meeting in Dublin in March 2004 (European Commission, 
2004) define competences in broadest sense. EQF5 is a tool which attempts to deal with 
the issue of professional recognition and the accumulation of the various credits related 
to formal learning and university education, comprising those competences described 
by the Dublin descriptors.  
 
Qualification is achieved when a competent body determines that an individual‘s 
learning has reached a specified standard of knowledge, skills and wider competences, 
as defined by specified learning outcomes related to EQF. A qualification based on 
these specified learning outcomes should confer official recognition of value in the 
European labour market and in further education and training.  
 
The use of the learning outcomes and competences approach implies changes regarding 
the teaching, learning and assessment methods which are used in a programme. If 
designed properly, learning outcomes could promote improved communication between 
teachers and students, information on courses and programmes, study guidance, study 
planning, assessment of learning as well as teaching methods, feedback mechanisms as 
students, employers and other stakeholder will assess the quality of the education at 
hand in relation to learning outcomes (Tuning 2003; Tuning. 2004). 
 
The first tenet of an international course applying the learning outcomes model is that it 
should have a student-centered approach. Student-centered learning allows students to 
actively participate in learning processes from an autonomous viewpoint. Students 
consume the entire class time constructing a new understanding of the material being 
learned without being passive, but rather proactive. 
 
                                                             
5
 The European EQF consist of three elements: 
- a set of common reference points, referring to learning outcomes located in a structure 
of 8 levels, 
- tools and instruments, as ECTS credit system, Dublin descriptors, EUROPASS, Ploteus 
database on learning opportunities, 
- common principles and procedures, such as quality assurance, validation, guidance, key 
competences. 
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There is a cascade effect which links the design of  curriculum content and the learning 
and teaching process most suitable for achieving the planned outcomes. Developing 
links between learning outcomes, teaching strategies, student activities and assessment 
tasks is very challenging for the teacher. This could be particularly difficult as the 
curriculum and teaching methods of an existing institution may be very inflexible 
(Harvey 2002). Biggs (1996) refers to this type of learning and teaching process as 
involving a constructive alignment between the method of teaching, learning activities 
and methods for assessment. The debate about BP learning outcomes includes 
controversial concepts, as competences and employability.   
3.4.2.1 Competences 
One approach to learning outcomes is often confused with competency and the 
certification of individuals. This approach consists of focusing on those competences 
which students should have to be competent professionals. One interpretation is 
relevant to the labour market, and is also more flexible when considering certification 
of individuals, taking into account issues of lifelong learning, non-traditional learning, 
and other forms of non-formal educational experiences. However, most fear that the 
focus on achievements of low level competences could lower the academic 
competences (Harvey, 2002).  
 
A second approach to learning outcomes has been developed by the Project Tuning and 
TEEP (Tuning 2003; Tuning. 2004). The Tuning project used the term ―competence‖ to 
represent a combination of attributes as: knowledge and its application, skills, 
responsabilities and attitudes. In this approach the learning outcomes are linked to the 
schema of professional levels or grades and the knowledge or skills required for each 
level of education, as defined by the Dublin descriptors and the European 
Qualifications Framework (EQF).  Participation and representation of all stakeholders 
in the quality process are now key issues in the framework of the BP, and special 
efforts are increasingly made to ensure that the widest range of views are taken into the 
quality enhancement commitment (Van Damme 2001).  
 
The LIS sector could have a new role in this context, but there is no initiative until now 
(Tammaro 2005). One case in the LIS courses in which these two competing 
approaches to learning outcomes are particularly evident is the learning of technologies. 
What outcomes should be pursued in LIS education to adapt the disciplinary 
  86 
background to the changes wrought by the new technologies? The technological 
knowledge considered necessary for the librarian is an example of how the two 
approaches can lead to different results in terms of learning outcomes. If the aim of 
university education is to train someone who is capable of applying the technologies to 
the traditional library procedures, the result will be a library technician. If instead the 
aim is that of educating a librarian who is capable of identifying problems, then 
understanding which problems of the profession can best be resolved through the 
application of the technologies then the result will be an educated librarian (Cook, 
1986; Pors, 1992; van der Starre, 1993). The different approach to learning outcomes in 
the first case leads to a concentration on the teaching of technological applications to 
libraries, whereas in the second case the focus is on the objective to be pursued through 
the application of the technologies.  
 
The debate in progress on the learning outcomes model highlights two approaches, 
vocational or transformative, which appear to be in potential conflict:  
 Professional training (vocational) approach: this is consistent with the general 
perspective of the BP regarding the marketability of the academic qualification in 
the labour market (Tuning. 2004);  
 Transformation of the students approach: this is measured in terms of the 
knowledge, skills and aptitudes acquired upon completion of the course (Harvey 
2002). In this case the focus is on learning outcomes such as critical spirit, 
reflective practice etc.  
 
In the first approach, the learning outcomes model is seen as a way to improve 
employability; but a balance should be found with educational criteria (Pors 1992; 
Harvey and Mason 1995; Harvey 2002; Harvey 2003).  
 
The second approach is that pursued by the educators focusing on the transformation 
and the empowerment of the students, with the capabilities to apply knowledge in 
different contexts, adopting a reflective practice. In this approach, the learning 
outcomes are understood as the result of an education process. In order for a teacher to 
move towards a student-centered approach, the incorporation of educational practices 
such as Bloom's Taxonomy can be very beneficial because it promotes various modes 
of diverse learning styles (Bloom 1964). Bloom identified three domains of learning: 
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cognitive, affective and psycho-motor and within each of these domains he recognized 
an ascending complexity. The cognitive domain is composed of six successive levels: 
knowledge, comprehension, application, analysis, synthesis, evaluation. Learning 
outcomes can be defined as the knowledge, skills and understanding a student would be 
expected to acquire as a result of the learning experience at the level of graduate, 
Masters and Doctorate level. BP has adopted the Dublin descriptors (European 
Commission, 2004) which are composed of four levels: 1) knowledge and 
understanding, 2) applying knowledge, 3) making judgment and 4) allowing for 
abilities and transversal skills.  
3.4.2.2 Employability 
Moreover, the learning outcomes focus reveals one of the criteria of the BP: the 
requirement to bring university education closer to vocational training, so as to align 
higher education with the demands of the labour market. Among the various possible 
learning outcomes, that of employability and success in the world of work appears the 
most obvious, emerging as the essential consequence of a quality course. The BP 
definition of employability is (Bologna Seminar, 2004): 
…a set of achievements – skills, understandings and personal attributes – that make graduates 
more likely to gain employment and be successful in their chosen occupations, which benefits 
themselves, the workforce, the community and the economy. 
 
Harvey (Harvey 1995) has called the approach based on a learning outcomes model of 
quality a means for the transformation of the students throughout learning. According 
to the author quality evaluation until now has contributed little to any effective 
transformation of the student learning experience, as it has been misunderstood as 
employability. Harvey (2003, p. 1) notes: 
Employability is not something distinct from learning and pedagogy but grows out of good 
learning.  
 
There is possibly a critical question that needs to be put: how has the LIS labour market 
been represented and by which leading bodies can curriculum development be 
established? In the United Kingdom the collaboration with all the stakeholders has 
already been active for about ten years and seems very positive. A project implemented 
jointly by the university and the CILIP Professional Association sought to record the 
skills used by librarians in a specific portfolio which would stimulate the professionals 
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to continual development (CILIP 1992; Brine and Feather 2003). The role of Library 
Associations can be very important (Johnson, 2000). 
 
The first change that appears to be needed in applying the learning outcomes approach 
to university education in LIS relates to an enhanced collaboration among all the 
stakeholders to establish agreed definitions and range of learning outcomes (European 
Commission. Irish Presidency Conference 2004).  
We need to focus on vocational aspects of HE, in relation to the development of 
qualifications and competences at the sector level. This is essential for HE 
relevancy to labour market. This means a shift of perspective from providers to 
learning outcomes and competences (Tuning. 2004). 
 
This collaboration is now being achieved by including experiential components such as 
internship and placement, in educational system and didactics .  
3.5 Conclusion 
In conclusion of this Chapter, we can say that a quality model for LIS education is still 
needed. IFLA Education and Training Section has developed some LIS specific 
reference tools. UNESCO and OECD and the BP focus on transparency of international 
courses and cooperation for QA; BP in particular suggests the application of a learning 
outcomes model. The learning outcomes model has the opportunity of connecting the 
different levels of LIS education quality: the local, national, international level of 
quality and recognition. It stresses a student centered approach and a more active 
involvement of students in learning and assessment. However there are some issues 
affecting its application, such as different perceptions of outcomes to be achieved and 
measured, more related to employability or to the transformation of the individual 
students. The researcher, through participation in the EUCLID Project and the opinions 
of key informants, tried to identify a possible LIS conceptual framework of quality 
which relates learning outcomes to content design, learning and teaching, outcomes 
assessment and recognition of the student‘s qualifications.  
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Chapter 4. Quality and Recognition in LIS 
4.1 Introduction 
The first section ―Minimum set of quality indicators‖ identifies the quality assurance 
procedures and the quality indicators currently used in Europe. The minimum set of 
quality indicators indicated by the ENQA in Europe (ENQA, ESIB et al. 2005) has 
been compared with the findings of IFLA survey on Quality in LIS schools (Tammaro 
2005). The section evidences that the Government Agencies are leading the quality 
assurance process in Europe and there is conformity for the quality assurance 
procedure, for the most commonly used performance indicators and  the way to look at 
outcomes.  
 
The second section ―BP and quality enhancement in LIS‖ describes the situation for 
LIS in Europe evidencing the main indications of BP for recognition and quality. The 
approach to LIS education is based on the opinions of the key informants on realising 
the learning outcomes approach. 
 
The third section ―Considerations for designing an international course‖ tries to give 
first considerations for ―mutual trust‖ building in LIS schools in Europe. It describes 
the learning outcomes model and the problem of the different values related to its 
application. 
4.2 Minimum set of quality indicators 
The European E4 consortium has developed a minimum set of quality indicators for 
universities involved in the BP (ENQA, ESIB et al. 2005). These indicators are listed in 
Tab. 4.1, classified as programme, process and outcomes indicators. 
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Table 4.1 The BP minimum set of quality indicators 
Programme Curriculum design,  
Explicit learning outcomes,  
Formal approval of the programme,  
Institution‘s own performance indicators,  
Regular feedback from employers, labour market, other relevant 
organisations 
Process Number of students. Profile of the student population,  
Learning resources available and their costs, 
Teacher efficiency,  
Student progression and retention rate,  
Outcomes Student satisfaction with the  programme,  
Employability of graduates 
 
 
This minimum set is focused on institutions evaluation. The researcher has compared 
below this minimum set with the results of the IFLA Section Education and Training 
survey on quality indicators in Library Schools,  relating to Europe (Tammaro 2005).  
4.2.1 Performance indicators 
Universities have always been concerned with guaranteeing the financial and human 
resources necessary to facilitate teaching and learning. Of those European countries 
replying to the IFLA survey (Tammaro 2007, p 8), the resources and content design 
indicators are ranked higher than others: respectively 66% and 83% which is consistent 
with the fact that input measures are more commonly used than others. At the same 
time, the measurement of the success of such learning has been and is based on 
quantitative indicators such as the number of students enrolled (in 48% of the LIS 
schools examined by IFLA).  
 
A comparison of the E4 ESG Guidelines with the findings of IFLA LIS schools‘ survey 
on quality indicators (Tammaro, 2007) demonstrates that most indicators are the same 
but whilst the BP adds learning outcomes description and labor market feedback.  
 
Other indicators evidenced in the IFLA survey (21% of respondents) refer to staff 
quality such as professional experience, academic background, research productivity, 
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value based education, international activities. These indicators are called "teacher 
efficiency" by the BP.  
4.2.2 Ways to look at outcomes 
The BP‘s particular learning outcomes orientation focuses on quality evaluation which 
can have an impact on the quality of student learning but the IFLA survey has 
demonstrated (Tammaro 2007, p. 9) that students are involved in quality assurance in 
69% of countries. Other output measures have been indicated such as: percentage of 
students working after graduation but only 14% of European countries use this 
indicator.  
 
The outcomes indicators that are defined in the E4 Guidelines (ENQA, ESIB et al. 
2005) are focused on the student and consist of student satisfaction, academic success 
and above all success in the world of work. Compared with the results of the IFLA 
survey on Europe, they coincide with the indicators measured by the LIS Schools, 
except for a new indicator in the form of "employability".  
 
The ESG Guidelines focus on institutional quality indicators. After the Bologna reform, 
Government control on LIS schools in Europe increased, but with a focus on 
accountability and other quantitative indicators, more than qualitative indicators as 
learning outcomes.  
 
In terms of major differences towards a learning outcomes shift in the LIS schools, it 
can be evidenced that in the universities:  
 input measures are more commonly used than output and outcomes measures.  
 less attention is given to the quality of educational processes or the nature of the 
educational experience, including a general lack of established system-level 
indicators for effective teaching, learning environments, leadership and governance;  
 few indicators linking inputs and processes to outputs and outcomes; 
 little attention to influences on learning outcomes, except in terms of student 
background characteristics. 
 
Library schools, which have to look for financing from sources other than Government, 
should be more labour market oriented, with a curricular catalogue which seeks to 
attract students with innovative courses, while most of the other are more academic. To 
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align to the learning outcomes focus, a quality education in LIS can be assumed when a 
student has acquired knowledge, skills and wider competences as described through the 
learning outcomes at programme level. Some issues can be evidenced for the possible 
move of LIS higher education in Europe to a learning outcomes approach. These issues 
are identified by the possible contrapositions among: minimum requirements versus 
improvement oriented, discipline taught versus explicit learning outcomes, ranking 
oriented versus achievement of desired learning outcomes focus. 
4.2.2.1 Minimum requirements versus improvement oriented 
It should be noted that when speaking of the outcomes that students ought to be able 
demonstrate at the end of an international course, the concepts frequently remain vague 
and confused. A reason is due to a more quantitative or qualitative oriented 
measurement. Here the researcher should stress the fact that measurements that are 
essentially qualitative, such as the achievement of learning outcomes, must for practical 
purposes also be measured in a quantitative manner, similar to or commensurable with 
the ECTS credits. This is a controversial concept in the BP debate. In order to measure 
a student competence to do something, there will be a clearly defined and accessible 
standard through which performance is measured and accredited. A number of tools for 
documenting leaning outcomes already exist, such as the European Qualifications 
Framework, the Diploma supplement, the ―computer driving licence‖, the European 
language portfolio, the ―EuroCV‖, and others.  
 
However, few of these tools are qualitative. If these are to be used as reference tools 
across Europe on a systematic basis, much greater awareness is needed of their 
existence and their potential use and benefits (Council of Europe 2002). The question 
remains, what is the feasibility of developing the learning outcomes approach for LIS 
and some form of more qualitative procedures that will be applicable internationally?   
 
4.2.2.2 Discipline taught   versus  explicit learning outcomes  
In the framework of the BP, higher education institutions have distinctive missions and 
goals, but will vary in their approach in defining the attributes they expect of their 
graduates. The adoption of a learning outcome approach focuses activity on the learner 
and not the disciplines taught (European Commission. Irish Presidency Conference 
2004). The learning outcomes approach focuses attention on explicit and detailed 
statements of what students learn: the skills, understanding and abilities the course 
  102 
seeks to develop and then test. Explicit graduate learning outcomes are a critical 
indicator of how effectively universities are defining and instilling the skills and 
attributes expected of their graduates, with success in the labour market being the most 
obvious indicator of appropriate outcomes.  
 
Ambiguities are not lacking for the learning outcomes approach as a whole, however. 
In practice it is not always clear what the learning outcomes subject to evaluation are, 
and hence it is not easy to decide how they can be measured and from whom. The main 
reason for the confusion appears to be due to the two different approaches to outcomes 
that can be pursued, one skills based and one knowledge oriented (see Chapter 3). 
Another reason is related to different, often hidden, values regarding the profession 
which can orient the design and assessment of the outcomes. 
 
4.2.2.3 Ranking oriented versus achievement of desired learning outcomes 
The real problem for universities, raised by the BP quality system, is for them to agree 
on the purpose of quality accreditation. Depending on who is leading the quality 
assurance of the programme, there can be different purposes underlying the process: for 
example, the assessor can be oriented towards competition for excellence. 
Stakeholders‘ co-operative dialogue however seems difficult to obtain in Europe, where 
professional associations are not involved in quality assurance. Many of the IFLA 
Feasibility Study participants also claimed that Professional Associations seem not to 
understand innovation and that their conservative approach  lowers  the level of the 
profession to practicalities. On the other hand, employers‘ and labour markets‘ 
relationship with Library Schools are improving. This is mainly due to the stimulus of 
the Bologna Process on employability. 
 
The role of professional associations has been debated by IFLA Education and Training 
Section especially for stimulating quality enhancement (Weech &Tammaro, 2008). In 
the interview of Claudia Lux, President of IFLA, (Lux Transcript, 2008) she said that in 
her opinion IFLA could play an active role in quality assurance. For Lux there are two 
objectives: 
1) the first objective is transparency. IFLA should give a  clear  idea  of the indicators 
which can define the quality of the programme; 
  103 
2) the second objective is to compare and benchmark the programmes with 
international best practices, stimulating improvement of quality. 
4.3 BP and quality in LIS education 
Based on the review of the literature on the subject (see Chapter 3), it is clear that a 
uniform basis for assessing quality of courses and qualifications equivalency 
internationally is lacking and a conceptual framework for LIS is needed.  For a small 
number of countries offering LIS education according to the Anglo-American model, 
there are organizations and/or national bodies that provide a basis for making some 
comparisons and assessments. But for most of the European countries, there are no 
organizations or national bodies that take on this responsibility.  
 
There are definite barriers to using learning outcomes as a measure of quality for LIS 
educational programmes.  Not the least is the challenge of developing a list of learning 
outcomes that can be agreed on internationally.  How should the conventional input 
measures of quality be changed as a result? What significant effect could the shift from 
traditional teacher-centered methods to a student-centered approach have on teaching 
and learning? 
 
This research tried to investigate the participants to the EUCLID European project and 
key informants about their opinions on a possible learning outcomes conceptual 
framework in European LIS education as a means of establishing quality of LIS 
education and guidelines for equivalency and reciprocity of LIS professional 
qualifications. The analysis of the conceptual framework has included: 
1. Recognition of qualifications: the field of LIS and LIS education in Europe, 
2. Programme content: overview of LIS typical degree,  
3. Programme outcomes: overview of suggested learning outcomes statements, 
4. Programme learning and teaching: replies to the required new approaches to learning 
and teaching. 
4.3.1 The field of LIS and LIS education 
What is a librarian? In the discussions inside the EUCLID project European 
Curriculum Reflections (Kajberg and Lorring, 2005) led by the Royal LIS School of 
Copenhagen, there was no common understanding of the LIS professional role.  
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The concept of the mediator role prevailed while other roles, such as educators or social 
roles were debated within the EUCLID project, without reaching any agreement. All 
the LIS schools involved in the EUCLID project agreed on this definition (suggested by 
Tor Henriksen): 
All the information professionals have to organise collections, both physical 
and/or virtual. Their role is that of mediator between authors and users.  
 
This makes LIS studies a field which prepares for practical work and for teaching and 
research in  librarianship and the book trade, in archives administration, in museums or 
any other physical or virtual collection  or archive-based activity – also outside cultural 
institutions or organizations (Kajberg and Lorring 2005).  
 
Can the LIS community agree on this role of mediator in the Society? Myburgh 
(Myburg 2007) argues for a definition which stresses the functional role of the 
profession, asking ―why‖ they are doing what they do: 
While we want students who are able to be usefully employed (and the students 
want to be employed!) we need to consider the kind of professional outlook, or 
view of our knowledge domain, they require to ensure such employment 
throughout the course of their careers. So, developing an understanding of the 
framework of our knowledge domain is to me probably the most important thing 
we can teach our students.  If they are clear on this, as well as WHY they are 
doing this work, I believe they will be well-equipped to embrace the changes 
that might occur during the course of their working life.  
 
In replying to this question: why librarian are doing his job? Myburgh (transcript 2006) 
points to an active role: 
Our new role, in my opinion, is acting as „information interventionists‟ (rather 
than mediators), as we seek to ensure that individuals are able to access – and 
understand and make sense of – information that is available in the public 
domain.  Perhaps this is not surprisingly new; however, in order to achieve this, 
I would urge a wider view of our field. 
 
Myburgh appears to indicate at least two different approaches to the librarian role: the 
mediator and the interventionist role. She describes this roles as follows: 
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Mediator role 
Focus on document 
Focus on physical stores (even when they are digital): libraries as „warehouses‟ 
Emphasis on legitimising technical  tasks 
Emphasis on LIS programmes that focus on tools and institutions 
 
Interventionist  role 
Focus  on information 
Focus on professionals skills and knowledge 
Acknowledgement that libraries have a social role and are willy-nilly political 
sites: libraries rather as social institutions 
Emphasis on LIS programmes that focus on transferable concepts and analysis 
of information work 
The complex process of internationalising the LIS curriculum and adopting a learning 
outcomes model of quality is related not only to what we teach and how we teach, but 
also to the implications of differences in value judgement. Different perceptions of 
quality in LIS have to be related to different library concepts.  
 
Myburgh (Myburg 2007) says: 
I believe that „quality‟ is suggested by some of the graduate qualities that I 
mention above: an international view, capability for critical thinking, self-
management, professional overview and so forth, as well as familiarity with the 
body of knowledge of the discipline and an understanding of the social role of 
the profession.   
 
Students should therefore, on completion of an LIS programme, possess 
qualities like an international vision, an understanding of the diversity of 
discursive communities, of how knowledge is created and disseminated (or not); 
they should be able to engage in social interaction virtually, internationally, 
and within interdisciplinary, fluid teams. I would also like to see LIS students, in 
particular, being fluent in more than one language (which is becoming more 
and more the case outside Europe, which appears to be very conscious of such 
issues!).  
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In particular, at an international level certain skills ought to be stressed since they are 
more important than others, such as multiculturalism, international vision, language 
skills. Johnson (Johnson 2006) focused on the importance of transferable skills: 
A survey of employers, investigating how they evaluate students, has 
demonstrated that they do not evaluate so much subject content but skills such 
as communication and leadership. These skills can be developed through the 
way we teach. Part of solution lies not only in curricula but also in the personal 
skills of the students. Professionals have to practice their skills in the place 
where they find a job, just accepting political trends. 
 
Kajberg states (Kajberg Transcript, 2002) that an authentic internationalisation of LIS 
signifies a shared concept of library and common tools. He affirms that we have to 
focus on the Information Society and reply to questions such as:  
 What is a library? What is the role of a library in the community? 
4.3.1.1 Library paradigms 
The reply to this question is implicit in the values that the LIS Schools transmit to the 
professionals. Such values are coherently expressed in what is considered the core of 
the profession, what ought to be of permanent value in time and space. While the 
details of the international curriculum must differ somewhat from one place to another, 
the core content and the disciplinar principles should be the same. 
 
Pors (Pors 2002) stressed that there are different traditions in Europe: 
 Central Europe: old-fashioned scholarly library;  
 UK: focus on information rather than library (but Pors says paradoxically it is 
accredited by a Library Association)  
 Nordic countries: internationalisation in Baltic countries, somewhere between the 
two traditions.  
 
The researcher sought to focus on what is considered the core or the identity of the 
libraries, and found confirmation of this distinction. She found that the main problem of 
the BP reform application in LIS is theoretical and is related to the concept of ―Library‖ 
as currently understood in Europe.  
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The participants to the EUCLID project European Curriculum Reflection agreed on the 
core of the discipline: LIS has been defined as the ―science‖ of organising mediation, 
using the term science as a special kind of science in the sense defined by Ranganathan 
(Kajberg and Lorring 2005). What are the real values underlying the concept of library 
in the LIS schools? While agreeing with core content, LIS education institutions in 
Europe have traditionally had two different approaches: one more focused on collection 
organisation and one more focused on information management. These values appear to 
be linked to two different paradigms: the first can be called the "archival paradigm" 
focused on the object to be mediated (book, document, information etc.); the other 
paradigm can be called "information management paradigm" with a functional 
approach to facilitating user access to information. 
 
The archival approach has the organisation of knowledge as the core of the profession, 
with the function of managing the documents for rapid retrieval. It covers three basic 
subfields of study (Kajberg and Lorring 2005): a) Source: the study of document, b) 
Organisation: information retrieval and knowledge organisation, c) System: the 
management of institutions. 
 
a) The study of documents 
  
This subfield covers the two main genres : fiction and non-fiction, their typology 
and the structure of the main kinds of documents. For some kinds of user, a 
specific user orientation is recommended e.g. children, visually handicapped, 
researchers, music listeners or performers. 
The document being a combination of text and medium, the various media should 
be dealt with,  from the oldest forms to the electronic ones.  
It is assumed that it is not possible to standardise the content at a European level. 
Each institution must make its priorities according to the traditions of the country 
and the labour market for the candidates 
  
b) Knowledge organization and information retrieval 
This subfield has already reached  a certain amount of standardisation and 
consists of  the following items: 
Formal and subject analysis 
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Formal (bibliographic) and content representation (with or without indexing 
languages) 
Storage (cataloguing, shelving, databases) 
Searching and retrieval (including search behaviour) 
Evaluation of performances. 
  
Diachronic aspects to be dealt with could be - e.g. classification history 
  
 c) Organization and management. Cultural and information policy and 
legislation 
  
This item covers primarily documentary institutions or organizations, but also 
issues related to the document flow in institutions or organization in general ( 
information management). Central topics will be the building up of collections or 
archives through acquisition policies or deposition schemes. The study of the 
users to be served and the organization of the various services. 
An obvious diachronic approach will be the history of institutions- e.g. library 
history or scenarios for the future. 
General topics like planning, staff administration, budgeting and  maintenance of 
buildings should be dealt with here. 
 
The ―information management approach‖ is illustrated by Johnson (Focus Group 
transcript 2008) who states that the LIS profession seeks to highlight its role in the 
service of society, impacting not only on learning but also the economic development 
of the country: 
What are our professional aims? Enhancing the impact of library and information 
services on: Social inclusion, Learning, Economic development. However there 
appears to have been little investigation of the evidence for the economic impact 
of information.  
 
Myburgh (Myburgh Transcript, 2007) explains the library concept with a focus on 
information management: 
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What is information? Information is that part of knowledge that is selected to be 
communicated. Also the sheer scale: information affects, influences or is involved 
in every human activity. 
 
Thus in response to the question What is a library? there are two possible replies, 
leading to different values. The EUCLID project European Curriculum Reflection on 
LIS education (Kajberg and Lorring 2005) has sought to define an intermediate model 
between the two paradigms. The Nordic countries tend to place the Information Society 
at the centre of the LIS sector, where the role of the library is to foster multiculturalism 
and citizenship. In conclusion, the reply to the question ―What is a library?‖ implies 
another question: What is the purpose of the LIS school? 
4.3.2. Overview of typical degree in LIS 
The purpose of an education in library and information science centres on the following 
positions to be filled by graduates (Kajberg and Lorring 2005): 
 Education and research positions for the designation and extension of principles 
about information, its acquisition, processing, utilization and transfer; 
 Technical positions for the design and implementation of information systems; 
 Functional positions to ensure adequate use of automated storage facilities in 
information environments. 
Transparency is a leading objective of the BP and can be achieved using common tools. 
An international quality framework can foster clearer thinking about the core of LIS 
programmes. This is what EUCLID has begun to do, realising a survey whose findings 
are illustrated in Table 4.2. The EUCLID Guidelines which have been developed, to 
date as drafts, indicate a common structure which could be used for the benchmarking 
of European programmes. They define a conceptual model that can facilitate reciprocal 
understanding at international level. This model indicates the component elements of 
the curriculum as: 
 Sources: what we mediate: real or virtual documents, data, broadcasts, etc. 
Including content and  specialists. How we communicate them to users. 
 Organisation: principles and theories of the profession, including IT. This includes 
how we organise, store, search and retrieve the documents and other sources 
 System: organisation and development.  How we develop and organise the user 
services and other tasks – including management, relevant legislation, social role 
and information politics. 
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Table 4.2  Overview of LIS typical degree 
LIS subject areas EUCLID comments Degree of 
presence in 
LIS degree 
Source   
CULTURAL HERITAGE 
AND DIGITALISATION 
OF THE CULTURAL 
HERITAGE 
This seems to represent the compound of a part of the 
first subfield (documents in its widest possible sense)  
and a special theme : digitalisation programmes. This 
includes the digital asset management and access to 
the digital library. Administrative or organisational 
matters should be added. 
62% 




This represents the user approach to search 








The discussion in EUCLID was that these to items 
should be dealt with together. In most programmes, 





This term is used when LIS methodology is applied in 
other kinds of organisations. It is a compound of all 
three of the basic subfields with special emphasis on 
the needs of the particular kind of organisation. 
Knowledge management is often organised as  special 
courses.   
86% 




This is an important part of the third subfield, 
including not only promotion towards the users, but 
also works at a political level. 
96% 
LIBRARY AND SOCIETY 
IN A HISTORCAL 
PERSPECTIVE 
This is the diachronic approach to the third basic 
subfield, but may include aspects from the two others. 
66% 
MEDIATION OF 
CULTURE IN A 
EUROPEAN CONTEXT 
Again we have a compound of all three basic subfields 
– perhaps with emphasis on the first one (what is a 
European context ?) 
26% 
THE LIBRARY IN THE 
MULTI-CULTURAL 
INFORMATION SOCIETY 
Multiculturalism is obviously a theme to take into all 
basic subfields. It concerns the variety of documents, 
the special user needs when organizing the aggregates 
of documents and the service organisation for a 
multicultural society in general. 
42% 
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These elements are considered the core of the curriculum to which everyone ought 
to align. The greater importance attributed to one or more elements, for the 
participants to the EUCLID project, distinguishes the different cultural traditions in 
LIS training. 
 
However, we should recognise the fact that European countries have different 
traditions in teaching LIS and this is evidenced in the methodology and principles 
which are taught (Kajberg and Lorring 2005). In LIS schools in Europe we can find 
different methodological approaches to LIS discipline, as: 
 Epistemology; 
 Research methods; 
 Computer science; 
 Linguistic/Philology; 
 Historical Research; 
 Bibliometrics. 
 
4.3.2.1 Innovation  versus  “core elements” 
Is the organization of information the core that distinguishes the profession? Moreover, 
this core ought not to alter over time, but rather adapt to the changing circumstances 
while remaining substantially unchanged. The current period is however evidencing a 
continuous change, with new users needs, new tools and new library competitors. 
 
A particular challenge of LIS education at present is to address the education of future 
professionals in a field featuring major change and rapid evolution. A review of 
changing needs has to be performed in relation to different traditional and emerging 
roles, new working environments, new societal demands.  
 
The continuous updating of the LIS curricula, adapting them to change, is considered 
an important quality indicator. Lux (Lux 2008) says that one of the quality elements of 
the courses should be their continual updating, to meet the changing needs of users, 
measured even only as a progressive trend towards ongoing evolution. That is, the 
change is part of the profession.  
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For example, the most important factor of change in terms of its impact on the LIS 
sector is undoubtedly technology. Speaking of the application of technology to 
libraries, Myburgh argues (Myburgh Transcript, 2007):  
How can we still think about artifacts, when everything is becoming digital? What 
is the correct ratio between technology and library science in the curriculum? Do 
librarians all have to become technologists? But won‟t this lower the level of the 
profession? Or will the libraries be replaced by computer systems, so that 
librarians will no longer be needed?  
4.3.2.1 Competition versus  collaboration 
Competition includes the analysis of aspects of the curricula that appear to attract 
better-performing secondary school students. In other words, while an initial trend of 
the internationalisation of the BP is towards the harmonisation of the LIS curricula and 
the transparency of the minimum requisites, or what is called the core programme, an 
apparently opposing trend is towards the stimulation of excellence and innovation in 
the LIS curricula in Europe. LIS schools ought to have different specialisations and 
attract students through their optimal quality in such specialisations. What makes a LIS 
school competitive? 
 
One orientation is that related to the learning outcomes achieved by the successful 
students of the LIS courses. The quality criteria of the contents of the LIS curricula are 
the research orientation, and in particular the qualities (and competences) that you 
expect graduates of the programme to possess. Sue Myburgh affirms (Myburg 2007): 
Another strong measure of the competitiveness of an LIS school is, in addition, 
producing graduates who are interested in, and committed to, engaging in theory 
development in the field and in further research.  That is, the students should 
develop a curiosity, and a sense of meaning, in the field. For others it is important 
promoting social cohesion, preparation to the world of work, fostering. 
knowledge and skills universally accepted as important. Not neglect other 
cognitive skills related to attitudes and values, aspirations and motivations.  
 
A second orientation relates competitiveness to the resources and specialisation of the 
LIS schools. Johnson says (Johnson 2006): 
A LIS School is competitive when it is the best in a subject, it is a Centre of 
excellence. Centres of excellence have resources, a good environment, such as 
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modern buildings, dedicated campus, large teaching team, consequently specialism. 
Their curricula  are updated and relevant. Relevance of curriculum is demonstrated 
through: validation and accreditation process, best demonstrated by the existence 
of accreditation by professional bodies, and students‟ success in the labour market. 
 
The difference between these two orientations lies in the resources at the disposal of the 
educational institutes. The risk of the second orientation is that of penalising the LIS 
schools with scantier resources.  
4.3.3 Overview of LIS suggested learning outcomes statement 
In conclusion, what exactly are the qualities and competences of the graduate of an 
international course? what learning outcomes should be achieved? The researcher has 
used the structure of the Dublin descriptors in the BP learning outcomes model 
(European Commission, 2004), for aggregating all the desired outcomes described 
above, as illustrated in Fig. 4.1. 
 
 
Fig. 4.1 LIS curriculum suggested learning outcomes 
 
Knowledge and understanding: this includes the body of disciplinar knowledge. It has 
been described by the EUCLID Project (Kajberg and Lorring 2005), focusing on users, 
source, organization and system. Students should understand the different typologies of 
user communities and how knowledge is created and disseminated. They should know 
what sources professionals mediate and how they organise, store, search and retrieve 
the information sources.  
  114 
 
Applying knowledge and understanding: students should have familiarity with the body 
of knowledge and able to apply research methods for adapting to different 
circumstances (Johnson and Myburgh transcripts). They should know their professional 
role and how the user services are organized and other tasks, including information 
politics, management and legislation, according to the EUCLID Project (Kajberg and 
Lorring 2005). 
 
Making judgements: students should understand the professional role in the society and 
make judgments accordingly (Johnson and Myburgh transcripts). 
 
Transversal skills: these are transferable skills as communication, leadership, 
international view, critical thinking, self management and so forth (Johnson and 
Myburgh transcripts). 
4.3.3.1 Employability 
The learning outcomes approach should involve employers. Myburgh (Myburg 2007) 
however notes: 
While being able to demonstrate or provide evidence or proof of the possession 
of these qualities might well enhance employability, the one does not 
necessarily follow the other. 
Realistically speaking, however, graduates do need to be employable, and 
universities can ensure this by undertaking work which analyses the kinds of 
professional work required within a community, and by defining the overall 
professional and disciplinary qualities which graduates should acquire during 
their enrolment within a programme. 
 
Weech (Weech transcript, 2006) says the best students are not necessarily the best in 
the workplace. The problem of identifying what we mean by learning outcomes is 
hence to be seen as a priority for bridging this apparent gap. However a cooperative 
dialogue is needed with all the stakeholders. Myburgh (Myburg 2007) confirms: 
Quality on the other hand, might relate to a student‟s achievement of high grades, 
although they may not be particularly well suited for a particular position; the 
degree itself may be of a high scholarly standard, but not cognisant of 
contemporary industrial demands.  I believe that this is part of the wider debate 
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in which higher education, internationally, is involved: the role of universities in 
contemporary society. I am not sure that there are any clear answers yet; I am 
also uncertain of the extent to which solutions will be found which are locally 
satisfactory, but which fail to take into account the internationalisation which is 
currently demanded of all of us.  
 
Is there a gap, possibly, between higher education and broader society? Does this 
difference of approach to learning outcomes suggest an unbridgeable problem? 
Myburgh (Myburg 2007) argues: 
Employability is the most debated objective: it is the wish of successful students, 
but related to local constraints, often in contrast with internationalisation.  
Employers would expect that a certified student is, therefore, able to perform 
certain tasks and assume certain responsibilities within an organisation.  But if 
the LIS school is considered as a place of higher education, the question of what 
education is for, and how this is considered „quality‟ or not, should be 
considered. 
4.3.4 Required new approaches regarding “student centered learning” 
The first objective of the BP learning outcomes model is the change from a teacher 
centered to a student centered learning. Myburgh (Myburg 2007) explains this move as 
follows: 
 
 I am a supporter of the notion of student-centered learning. By this I mean that a 
curriculum is designed by the teachers (given that they have had lengthier 
experience with the theory and praxis of the profession, and also presumably are 
aware of the changing nature of information work that is required, and in which 
there are jobs).  Means must be found to get students fully engaged in the 
curriculum, however, both rationally and affectively: so, small teams, discussions, 
shared class projects, production, performance, debate, conceptualisation – are all 
suitable for various topics. In order to do this, a careful guide through the 
introductory literature is good preparation: students can discuss what they have 
read in class.  This can be tied to assessment in various ways – through 
presentations in class, discussion on listservs, maintaining blogs, or whatever. 
Individual research-like projects can also be encouraged, and the class as a whole 
invited to critique these projects – once again, this can be done through websites, 
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blogs, etc. In this way, students can become involved in performing what they are 
being taught.  Explaining and defending topics or issues facilitates deeper 
understanding and learning, on the whole.   
 
How can this approach be linked to quality enhancement? Myburgh (Myburgh 
Transcript, 2007) explains as follows: 
Quality criteria are: curriculum content, research orientation, and qualities (and 
competences) that you expect graduates of the programme to possess. But what 
would make a particular LIS school competitive would be its unique character; how 
it interprets the field, its scope and vision, the quality of its academic staff, their 
research activities, and so forth. 
4.3.4.1 Experience versus seeking 
A present problem is in the gap between academic and professionals. One of the current 
trends is to separate the discipline from the profession. Ragnar Audunson writes 
(Audunson, Nordlie et al. 2003):  
We can distinguish between the discipline-oriented approach and the profession-
oriented approach. For some, becoming an academic field implies developing an 
academic discipline like sociology or history or chemistry. Such disciplines are not 
linked to any specific and institutionalized field of practice. Hence LIS becomes a 
generalized information science studying the phenomenon and practice of 
information in general without any links to a specific professional field. Hence 
references to librarianship tend to be omitted. Others have developed a profession-
oriented perspective and aim at developing an academic and research-based 
profession like medicine and law. A profession is here defined as a field where 
practice is based upon a body of scientific knowledge, and where a degree in this 
field of academic knowledge of study from an accredited university or college is 
that which certifies a person to perform as a practitioner and defines him or her as 
a member of the field.   
 
The issue of theory versus practice and of academics perspective versus vocational 
education was one of the first to come up in the working groups discussion of the 
EUCLID project European curriculum reflections on LIS education (Kajberg and 
Lorring 2005). In the words of  Ton de Bruyn, we have to consider the integration 
between the architect and the builder, to stress that we have to build a palace and if we 
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want this palace to be strong and effective, we need both of them. Ton de Bruyn was 
also very useful to the discussion for distinguishing  curriculum design from its delivery 
and describing the competences-based approach achieved by Dutch LIS schools 
(Kajberg and Lorring 2005).  
 
How can research and education be stimulated and enriched by practice? The EBLIDA 
and EUCLID joint conference in Lisbon in September 2007 (EBLIDA and EUCLID 
2007) sought to bridge this gap.  
 
Lars Qvortrup (Qvtorp 2007), Rector of the Royal School of Library and Information 
Science of Copenhagen,  presented the stimulating idea of Triple Helix, formed by the 
Public Sector, Labour Market and Research, in which all the stakeholders involved in 
education collaborate, even if they have different objectives. Innovation is based on 
user driven research, building innovation clusters.  
 
To open the dialogue, one could also ask: How can practice be enhanced by research? 
For Biddy Fisher (Fischer 2007), LIS professionals should use research in practice to 
enhance services and facilities for users and evaluate services using appropriate 
methods and techniques. Equally, exploring the answer to solutions in practice does not 
require the academic researcher's experience and expertise. More modest efforts can be 
rewarded through efficient literature searching and the application of others‘ findings. 
The author affirmed that the ability to do and understand research will be one of the 
critical  skills of the practitioner of the future (Fisher 2003).  
 
The first tenet of an international course is that it should be student centered; the second 
tenet of LIS education in an international course is that it should have a ―research 
orientation‖ as Johnson said (Focus Group Transcript, 2008).  
This is why good teachers are those doing research. Students should be familiar 
with quantitative and qualitative research methods and be able to define the 
problem to be investigated. Doing research means being able to pose both 
questions (definition of the problem) and possible solutions (quantitative and 
qualitative methods).  
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Teaching methods are designed to stimulate students, facilitate their 
understanding and help them to achieve learning objectives. Research is strictly 
linked to good teaching.  
 
Myburgh (Myburg 2007) agrees about the importance of research: 
There are several levels at which this can be discussed. Firstly, there needs to be 
a relationship, or nexus, between teaching and research.  In other words, I 
believe that teachers in LIS should be actively engaged in research – preferably 
various forms of research, using a range of methodologies.  Secondly, I think that 
students should understand the processes of research (which is connected to the 
creation of knowledge mentioned above), and should be able to read and critique 
research, or how knowledge is created and communicated. It is only in this way 
that „information‟ itself can be evaluated, and that suitable or „relevant‟ 
information can be provided to an information seeker. Thirdly, students should be 
encouraged to engage in a research project of some kind, so that they are more 
critical consumers of research.   
 
To recapitulate: learning and teaching in international courses should be linked to 
research: the research done by teachers, the research done by students, and the 
mastering of research methods on the part of the students.  
 
As an immediate consequence of this approach to learning and teaching, we have to ask 
ourselves: can this teaching innovation resolve the age-old dichotomy of theory and 
practice?  
 
The researcher sought to obtain  further information on the controversial issue of theory 
and practice, which in Italy has widened the gap between teachers and professionals, by 
planning a Focus Group. This meeting gave both the key informants and the MAIS 
students participating the chance to confirm the opinions expressed in the interviews. 
They were also able to exchange experiences with the other participants, generating a 
fruitful discussion. 
 
Myburgh (Focus Group Transcript, 2008) noted: 
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Practice is the execution of the theoretical principles embodied in the knowledge 
domain of a discipline/profession. 
Praxis Action guided by habitus has the appearance of rationality but is based not 
so much on reason as on socially-constituted dispositions. 
Johnson (Focus Group Transcript, 2008) explained the reason for the weak dialogue 
between academic and practitioners: 
Practitioner rejection of LIS academic research: lack of research relevant to 
policy and practice. A significant amount of research is never communicated 
beyond the immediate circle of interest Practitioners often fail to disseminate the 
results of research or report innovations, so they cannot be assessed or 
replicated. Publication even in a variety of media is not enough. For research to 
be influential, which is what any researcher wants to achieve, you must seek to 
identify and work with people who initiate the motivation for change including 
elected politicians. Research results are likely to be sidelined unless the 
researchers understand how the knowledge flows within their field and 
communicate the results and their conclusions within the channels that the policy 
makers regularly use. 
4.5 Conclusion 
The necessary ―mutual trust‖ between Library Schools in Europe can stem from quality 
systems, which are appropriately compatible and credible, so that they can be validated. 
Regarding quality assurance, it can be affirmed that homogeneity exists in a minimum 
set of quality indicators, and the Governments are driving the QA process, as evidenced 
by the IFLA research findings. However the Governments look to accountability and at 
quantitative indicators, not related to LIS. The learning outcomes focus, stressed by the 
Bologna process, is still less popular than input measures.  
 
The identification of appropriate learning outcomes and competences would facilitate 
international quality assurance and equivalency of qualification guidelines in the global 
world of library and information professionals. The international consideration of a 
learning outcomes model in LIS programmes involves: 
 Conceptual definition of LIS: getting the concept of LIS related to quality is to be 
agreed correctly, including what is core and what innovation in curriculum,  
 Learning and teaching: the student centered approach pushes to using the best 
educational practices for facilitating learning, 
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 Learning outcomes: ensuring that the student has an active role in the achievement 
of appropriate learning outcomes.   
However, different library paradigms, different learning and teaching approaches, skills 
based or knowledge based outcomes are barriers to the application of a learning 
outcomes model in European LIS schools.  
 
In conclusion of this Chapter, the agreement about a conceptual definition of LIS is 
missing but there is an ongoing dialogue between LIS schools in Europe started by the 
EUCLID Project (Kajberg and Lorring 2005). The EUCLID Project has evidenced two 
different paradigms: the first can be called the "archival paradigm" focused on the 
object to be mediated (book, document, information etc.); the other paradigm can be 
called "information management paradigm" with a functional approach to facilitating 
user access to information. 
 
Student centered learning has been indicated by the key informants as the educational 
approach of LIS programmes. Students should be fully engaged in the curriculum with 
small teams, discussions, shared class projects, production, performance, debate, 
conceptualisation. Learning and teaching in international courses should be linked to 
research: the research done by teachers, the research done by students, and the 
mastering of research methods on the part of the students. 
 
The suggested learning outcomes statement for LIS education, based on the EUCLID 
Project (Kajberg and Lorring 2005) and the key informants opinions, is illustrated at 
Fig. 4.1 and lists the desired outcomes of knowledge and understanding, ability to apply 
knowledge and making judgments which students should demonstrate at successful 
completion of their course. Transferable skills, such as communication skills and 
leadership, are added as requirements especially required from employers. The learning 
outcomes are created within the context of the appropriate national and / or international 
‗external reference points‘ and European Qualifications Framework (Adam 2004) 
 
Having designed this conceptual model of LIS education learning outcomes, the 
researcher tried to investigate how this learning outcomes model can be evidenced in 
LIS education in Italy. 
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Chapter 5. BP and quality of Library Schools in Italy 
5.1 Introduction 
The BP learning outcomes model represents a pan-European  movement which aims at 
improving the learning and teaching quality of university courses. How is LIS education 
in Italy responding to this learning outcomes approach?  
 
In this Chapter the elements of  the possible impact of the BP on the improvement of the 
LIS university education are explored, analysing the present situation in Italy. The 
factors considered in this Chapter are based on the findings of literature and 
documentary review and the findings of the interviews. Following the learning 
outcomes model of LIS curriculum (see Chapter 4) the results are presented:  
1. Recognition of qualifications: the field of LIS and LIS education in Italy and 
approaches to accreditation and recognition., 
2. Programme content: the conceptual definition of LIS and overview of a typical 
degree in Italy,  
3. Programme learning outcomes: overview of learning outcomes approach in Italy, 
4. Programme learning and teaching: replies to the required new approaches to learning 
and teaching. 
5.2 The field of LIS and LIS education in Italy 
The  BP could represent an enormous opportunity to enhance the quality of education of 
LIS professionals in Italy. The opportunity for change which the BP can encourage in 
Italy for LIS education includes two essential aspects: the first has to do with 
recognition of qualifications and the second focuses on quality  of  the  courses.  
5.2.1 Recognition of LIS qualifications 
In some studies of LIS education in Italy, the main problem to overcome seems to be 
the relatively low level of the qualifications for information professionals, or at least a 
lower level than that generally accepted in Europe (Roxas 1972; Marshall 1997). For 
the first time, following the higher education reform of 1999, there has been the 
possibility of having a professional library profile, offered by the Faculties or 
Departments of Cultural Heritage Conservation. There is the possibility now that the 
LIS qualifications could be aligned to a European level. However there are still 
constraints to recognition of qualifications of professionals. 
 
  125 
An initial problem for the equivalency of an international qualification of the LIS 
courses is that, unlike most other European countries (see Chapters 3 and 4), public 
competitions for a job demand as a requisite a generic qualification, rather than an LIS 
one. For this reason, graduates who have completed a degree in Cultural Heritage 
Conservation have always to compete with other graduates and public competitions 
contain tests on general background knowledge. The fact that a specific qualification is 
not required has historic origins, as pointed out by IT-LA1 (Transcript of interview 
2008). Although since the late 1920s there has been a postgraduate Library School in 
Rome, only from the 1970s has there been a degree in Cultural Heritage Conservation, 
including Library Science programmes.   
 
To have national validity, this generic academic qualification must have been awarded 
by a State recognised Italian university. This regulation was newly confirmed by the 
university reform, so that in substance the concept of the BP was not enacted: 
candidates with an academic LIS qualification from outside Italy face difficulties when 
they wish to participate in the job public competitions and must initially apply to the 
network of NARIC centres (Dalton and Levinson 2000; ENIC-NARIC net 2008).  
 
For recruitment in a library that belongs to a public institution, the Italian system 
schedules a public competition, so as to ensure maximum transparency in the selection 
of the best candidates. Nevertheless, from the 1990s onwards, Italian legislation has 
considerably increased the autonomy of the Public Administration and the Competition 
Committee with the responsibility to select the best candidates is free to decide upon the 
professional profile and qualifications required. Even when the requirement is a generic 
degree, the public competition demands that various tests are passed. These tests are 
decided by the Committee which now has considerable autonomy also in deciding upon 
the test content. The discussion in the AIB (Italian Library Association) Listserv 
unfortunately highlights how the increase in the autonomy of the Committee has not 
improved the transparency of  criteria and selection methods (Grilli June 6th, 2008).  
 Then, as regards the fear that, removing the system of the competitions the 
managers will recruit their relatives and friends, well that is precisely what 
frequently happens now under this system. Instead, in my opinion it would be a 
way of making the managers and directors face up to their responsibilities, while 
at the moment they conceal their intrigues behind the authority of the 
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competitions. When a post is to be filled, the only obligation should be to 
publicise it through the major organs of information.  
 
Recently, an other limitation has been the recent block on recruitment introduced by the 
latest Finance Acts (Italia. Government Presidency 2008): the public competition has 
been utilised for reserved categories of personnel, such as those already working in the 
public institutions with temporary contracts.  
 
In the public sector a specialist LIS qualification is never requested for the career, and 
not even a minimum number of hours of update/refresher courses as in other European 
countries (see Chapter 3). Ingrosso has investigated the perceived training needs of 
professionals working in university libraries (Ingrosso 2003), evidencing the weakness 
or lack of training courses. Many employers neither contribute to paying for refresher 
courses, nor allow staff to have time off for study. It seems that continuing professional 
education is not considered necessary, the only gauge for career progression being the 
length of service.  
 
For private organisations the system of personnel recruitment is not regulated. In this 
case the public competition for jobs does not exist. Here, however, the problem of 
recruitment of qualified professionals appears to be linked to the non-recognition of the 
profession of librarian. Since we cannot generalise the different interests of private 
employers, various cases are illustrated in the following chapters (see Chapter 7).  
 
Balino has carried out a qualifications analysis of job adverts in the data base 
―Osservatorio Lavoro‖, started and maintained by the Library Association AIB. She was 
researching the different professional qualifications required in Italy, compared with 
those of other countries (Balino, 2005).  Petrucciani has evidenced trends in the decline 
of full time jobs in Public Administrations: in 2004 there were 53 (of which 26 in 
universities, 21 in public libraries), but only 10 requiring a degree, with only one 
executive position (Petrucciani 2006). It must be evidenced that 23 of the 50 job offers 
were in the Region Lombardy. New types of work, such as short term work and work in 
cooperatives and other private firms are on the increase: in 2004 private firms offered 
14 work places, whereas there were 37 in 2003 and in 2002.   
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However there are some changes in the scenario. In recent years, the programmes and 
regulations of European Commissions (European Commission, 1995; 1997; 2000; 2001; 
2005b), including the reform of higher education (Bologna Declaration 1999), have had 
a positive impact on the profession in Italy, in the opinion of the Library Associations‘ 
representatives. IT-LA2 (Colarusso 2008) confirms that the recognition of the 
profession of librarian received a positive input from the EC directive on qualifications 
(European Commission 2005): 
The 47 associations of the CoLAP (including the AIB), in a sense bypassing the 
national level, submitted to the Ministry of Justice, that of Community Policies 
and the CNEL (State Institute of Economy and Labour) – being in possession of 
the requirements demanded by the EU directive 36/2005 (so-called 
qualifications) in the enactment Decree 206/2007 - OJ 24/11/2007 – an 
application for listing in the Register of the professional associations so as to 
take part in consultation tables for the definition of  professional qualifications. 
 
The Regional decentralization started on a national level has an impact on professional 
qualifications. Some Italian Regions, such as Lombardy, have been more active than 
others in recognising the professional profiles of  librarians (Regione Lombardia, 
Istituto regionale lombardo di formazione per la pubblica amministrazione et al. 2003). 
The librarians of the Lombardy Region have the possibility to obtain the professional 
recognition that is lacking in other Italian Regions. Nevertheless, IT-LA2 (IT-LA2 
Transcript, 2008) also notes that the current political trend towards administrative 
decentralisation poses the risk of different methods for the recognition of librarians 
being adopted in the various Italian Regions: 
In an attempt to do away with the system, the La Loggia decree issued at the end 
of the previous Berlusconi government referred everything to the Regional 
Authorities, with regulations that were different from one region to another and 
consequently so were the training profiles. 
 
What is a librarian in Italy? 
As a result of the situation described above, we can say that in Italy: 
 The qualification level of librarians is correlated to that of civil servant employees, 
and the postgraduate specialisation is not required either at entry level or for career 
advancement, 
 A specific qualification in LIS is not a requirement for public competitions for a job. 
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One reason for the scarce availability of spending on a high-level university diploma in  
Italy, is the competition and confusion of roles for librarians with those of other 
professionals with related competences. Certain tasks are entrusted, instead of to the 
librarian, to the computer specialist, this competition being seemingly caused by 
confusion of the different roles. When there is a need for a service connected to the Web 
or to a technological system, it is filled by a professional who has only the necessary 
technological competencies such as that of running a customer service which uses 
technological applications. Very often, information professionals are both jealous and 
proud of their professional specificity and complain of competition from other 
professionalisms (Spinello 2005). However, do information professionals possess an 
adequate preparation for the new technologies? Spinello (Spinello 2005) did a survey of 
the profiles and curricula needed in Italy and evidenced the different levels and 
qualifications required by three profiles which are needed: 
 Library manager: with a leadership and managerial role in developing services 
applying the technologies; 
 System librarian: working to a more technical level together with computer 
technicians; 
 System manager: assuring adequate service uses for users. 
 
The research done by Spinello evidenced that apprenticeship has been until now the rule 
for training in technological applications applied to information services. However this 
is not sufficient for people who offers themselves as a professional and therefore should 
have a specific methodological and critical education. 
 
Most  people and employers find difficulty in recognising the specifically professional 
role of a librarian, a documentalist or generally an information professional 
(Baldacchini 2004). This lack of understanding of the complexity and specificity of 
professional competences together with the deep-rooted conviction, at times 
paradoxically shared by those same information professionals, is that practical training 
on the job is considered sufficient to keep one up to date.  
 
This is probably one of the reasons for which nowadays the specific academic title of 
Cultural Heritage Conservation does not warrant money being spent on it in the labour 
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market. In other words, the labour market does not require this professionalism, or 
perhaps it is better to say that there is a labour market which needs highly qualified 
information professionals, but seems unaware of this fact (Balino 2003; Petrucciani 
2004).   
 
As a result of this situation, the professional level required of librarians is inferior to 
that requested, for example, in Great Britain. For the MAIS students, as it will be 
demonstrated in the Chapters 6 and 7, this means that the postgraduate Master has been 
generally considered to be too high a qualification for the responsibilities entrusted to 
them.  
5.2.2 Approach to accreditation in Italy 
The problem of  ensuring quality is not new in Italy but there is at present no existing 
procedure for external evaluation, apart from that of a simple validation of  a course at 
its outset, validation which is not ongoing or repeated. The validation is based on 
minimum requirements and use quantitative measures, above all tied to the resources 
put at the university‘s disposal.   
 
The academic degrees, achieved at the successful completion of a course, in Italy have a 
―legal value‖. This is an important characteristic of the higher education system, where 
the academic degree given to students completing the course is recognised by all 
universities and public service employers (Gola 2000). This means that there is no 
competition between university courses, but all the universities‘ courses are validated 
by the State, which assures the ―minimum requirements‖ these educational institutions 
should have. It is important to understand this Italian validation of the courses, which is 
not to be confused with accreditation of quality. 
 
Referring to LIS courses, IT-P1 (IT-P1 Transcript, 2008) reports: 
Effectively there is no evaluation. Institutionally the universities evaluate the 
didactic activities through the administration of questionnaires given to the 
students, but it does not appear that they then act on the suggestions that can be 
yielded by an in-depth analysis of the same. Even the impact of the activities of 
the Evaluation Units (Nuclei di  Valutazione) in academic life still appears to be 
too weak.   
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As IT-P3 (IT-P3 Transcript, 2008) observes: 
The periodical certification, evaluation and accreditation of the quality of the 
courses is lacking and appears still distant. With the one-cycle higher degree I 
believe we are moving in the right direction, at least as far as the structuring of  
Library Science training in recognisable courses of study  that can thus be 
evaluated and accredited is concerned. Even a system of accreditation of the 
courses based on the professional associations such as the CILIP is not very 
credible in Italy; we have competent professionals emerging from non-structured 
and non-accredited Library Science courses, often with skills acquired in the field 
or even self-taught. Perhaps we need to carry on what we are doing, and continue 
structuring courses in a specific manner for  Library  Science, launching a system 
for the evaluation and accreditation of quality guided by a government 
institution, possibly organised with the contribution of the various university 
courses activated, in such a manner as to align with the systems of other 
European countries, and elsewhere, launching a training circuit that can produce 
qualified professionals. Once we have achieved a serious professional 
association constructed on solid bases by means of a structured and sound 
educational model, we can them conceive the transition to a system of quality 
evaluation and accreditation based on the professional association.” 
 
The LIS courses at university level follow the guidelines laid down in Regolamento 
Didattico di Ateneo (University Teaching Regulations). The validation procedure for 
each course is started by the Faculty, following the Regolamento didattico del corso di 
laurea (Degree Teaching Regulation). Both the two written regulations are related to the 
annual planning of the university and are linked to the resources available. There is a 
University Quality Audit which annually evaluates the courses, in particular for the 
number of students enrolled and successfully completing the courses. There is no 
specific subject accreditation, but at the end of the course students fill in a satisfaction 
questionnaire.  
 
Italian Government pushes for more employability and collaboration of higher 
education with the labor market, but this is still at a project level and not related to the 
Ministerial list of mandatory subjects.  
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It has also to be noted that the Italian higher education  reform introduced a distinction 
between two types of university courses: those recognised at a national level, because 
they comply with the required list of subjects of the Ministry, and the Masters courses 
offered by the university, within the scope of its own autonomy, on the free market for 
education and training. Only this second group of Masters can be innovative in 
curriculum content and really open to market competition (Tammaro 2005). In this way 
the reform has, paradoxically, created difficulties even in the recognition of academic 
qualifications awarded in Italy, as IT-P4 noted (IT-P4 Transcript, 2008). 
 
Universities can offer courses which are not validated nationally, but the academic titles 
given by these courses are not automatically (or by law) recognised nationwide. This 
means that the State-recognised degree offers the traditional curriculum content, spread 
over the new course structure of 3+2 years of study. University Masters degrees, which 
are scheduled in the reform law, belong to the second group, and as such do not follow 
the national validation process but a process of validation at the level of the individual 
university. These courses do not have an automatic recognition. 
5.2.3 Professional Association Role in Italy 
What is the role of the AIB in the recognition of the profession? LIS university 
education is an element upon which the opinions of the teachers and the professional 
associations differ. For IT-LA2 (IT-LA2 Transcripts, 2008) the AIB has a role of 
professional identity and representation. It nevertheless appears that this refers to a 
generic librarian role. IT-LA1 (IT-LA1 Transcript, 2008) moreover recalls the fact that 
the AIB is seeking to become a certification body:  
 
The aspiration to set itself up as a certifying body for competences that can be 
freely traded in the market seems to me at the same time a difficult path and one 
that should be pursued. 
 
Nevertheless, this role as certifying body is seen to be in competition with the 
universities and with a certification replacing the academic qualifications. The non-
recognition of a specific academic qualification for access to the job competitions and 
the lack of incentives for continuing education, like the requirement for formal and 
recognised training for career advancement, do not appear to be seen as a problem for 
the AIB National Libraries Association. The representatives of the professional 
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associations interviewed share the opinion that the education of librarian in Italy is not 
adequate. IT-LA1 (IT-LA1 Transcript, 2008) affirms: 
In comparison to other European countries, we undoubtedly took much longer to 
come to the conclusion that to work as a librarian a specific university training 
was called for. However, we also need to look at the whole panorama of the 
various three-year degree and specialist courses currently available; in fact, we 
are still lacking a basic standard common to all degree courses (which are not 
always tailored to the real demands of the profession). Another aspect that I 
cannot comment on with certainty, but on which I feel that comparison is both 
useful and possible, is the relation between theoretical-methodological 
preparation – towards which I feel we are still primarily oriented in Italy – and 
technical-application-oriented   preparation. 
 
The professional associations, AIB and AIDA (Italian Association Advanced 
Documentation), rather than aiming for the improvement of LIS courses and the 
recognition of academic qualifications, have tried to obtain the recognition of the 
profession. Neither associations do not see the need for a university education, but wish 
to assume the role of certification of individuals. They use different methods: AIDA 
with the certification of professionals, AIB by trying to obtain a profession which is 
legally recognised, or that is ―regulated‖.  
 
The AIB has created the Albo Professionale dei Bibliotecari (AIB Roll of Professional 
Librarians).  This is a register of librarians which requests registration, on the basis of 
those documents which prove their professional capacities, with a control at five year 
intervals. In 2008 the librarians listed on the Roll were 760.The estimated number of 
professional is 20.000 librarians working in about 15.000 libraries (AIB, 2003).  
However the experts who were given the task of assessing registration requests, 
complain that (Scolari, 2004):  
“the effective work carried out is not clear, it does not suffice to simply examine 
the curriculum, major importance must be given to publications” . 
 
Whereas the Roll is valid only within the Association‘s ambit, AIB has tried to 
encourage external relationships, in the public and private labour market. The AIB‘s 
section responsible for the labour market relationship is called ―Job Observatory‖ 
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(Osservatorio Lavoro) and originated in 1998: this includes a data base of work 
offerings which are listed in the Italian Listserv of the AIB (called AIB-CUR).  
 
AIDA has chosen to participate in the European project CERTIDOC, so as to 
inaugurate the individual certification of information professionals (see Chapter 3) 
(Maffei 2005; Diozzi 2006). 
5..2.4 Stakeholders communication in Italy 
In order to plan courses based on an effective learning outcomes model there must be 
collaboration among all stakeholders involved. Collaboration must take place before, 
during and after the educational process, to the student‘s advantage.  At  present  this  
collaboration, apart from some exceptions, is nonexistent in Italy, whereas in some  
European countries it is already a reality (Tammaro 2005) 
. 
In Italy we have individuated the specific problem of the availability of selling the LIS 
academic title on the labour market. Why should a graduate not expect to be in a 
position of advantage as regards obtaining a position or have a promotion after the often 
arduous effort of  studying for a Masters degree?  
 
An other problem is that many professionals and the Library Association share the 
opinion that it suffices to learn on the job, to be trained by apprenticeship, even without 
attending university courses. The low esteem in which higher education for LIS is held 
needs to be set in relation to the fact that the university courses follow a conservative 
approach, they are not accredited and no dialogue exists between LIS teachers and 
professionals (Federici, Gamba et al. 2005). The discussion on university education in 
Italy has concentrated for years on a contraposition between theory and practice, 
between university education and vocational training, the contraposition which has been 
at the basis between the profession and the academy. This situation reflects the 
prevailing opinion that the information professional has an overall general background 
from university and specialised competences will be acquired on the job. However, the 
real gap between teachers and professionals for many of the stakeholders interviewed 
has to be indicated in the choice of Cultural Heritage Conservation as framework for 
LIS courses.  
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To eliminate this obstacle, the BP is stimulating the appropriate strategy of reaching a 
synergy between LIS schools, professional associations and the labor market, including 
public corporations together with most public cultural institutions. The learning 
outcomes model stimulates a re-design of the LIS course according to agreed outcomes 
of education, but what can be evidenced in LIS typical dgree? 
5.3. Overview of typical LIS courses in Italy 
The reform of Higher Education in Italy started in 1999 (with the Government Law 
called DL 509/99), soon after the Bologna Declaration, introducing the three-tier 
structure of courses (Bachelor-Masters-Doctorate) and the European Credit Transfer 
System ECTS (180 ECTS for the Laurea Triennale, 120 ECTS for the Laurea 
Magistrale). The structure of courses conferred them a major clearness, with the 
quantification of ECTS and the description of courses taught in the Diploma 
Supplement.  
 
The post-graduate specialization courses, which prior to the reform were essentially  
limited to the Special School for Archivists and Librarians in Rome, have now been  
extended to other universities. Besides, by introducing university Masters degrees, 
which deal with specializations more related to the labour market, the educational 
offerings of LIS schools in  Italy are now more straightforward and open  (Petrucciani 
2001; Petrucciani 2003; Petrucciani 2004; Tammaro 2005).  
 
Efforts have above all focused on the quantity of educational offerings, predisposing in 
the LIS sector both new three-year degree courses and post-graduated degree courses. 
The website of the Ministry of University collects the information on LIS courses in 
Italy and lists 23 universities offering a LIS programme (Ministero dell'Università e 
della Ricerca. MIUR 2000), but the situation is continuously changing, with courses 
closing and new courses opening. Some statistics and estimates of enrollment, gathered 
by Petrucciani (2004) indicate that 8 faculties offer a Postgraduate Degree in LIS, with 
an approximate total of 267 students specialised in Italy. Petrucciani calculates a further 
33 general degree programmes with Library Science curricula offered by different 
Faculties and an overall annual estimate of about 500-600 students attending 
(Petrucciani 2004). In the World Guide to LIS education (IFLA. Education and Training 
Section 2007), the offering of LIS courses in Italy has increased to up to more than 45 
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Laurea triennale (BA, undergraduate) and 16 Laurea Specialistica (Master, 
postgraduate)(IFLA. Education and Training Section 2007). 
 
Another opportunity offered by the reform is represented by the stimulus to lifelong 
learning and increased employability of successful students. Learning which continues 
for a  lifetime is more theory than reality in Italy, for the reasons evidenced by Ingrosso 
(2005). The BP aims at stimulating a continuous cycle of periods of training and work. 
The university has a role which it did not have in continuing education and training. 
However Universities must adapt traditional didactics to different types of students, 
since they can offer courses for post-graduate specialization and recurrent training, 
which occupy the various stages of a career. Distance learning training must also be 
considered from this point of view and there are new higher education courses being 
offered that use these methodologies of course delivery (Costa 2001).  
 
Meanwhile, as internationalisation of education and cooperation is promoted by the 
Government, there were also special awards for starting international joint courses. LIS 
International courses, designed in cooperation with European partners have been 
offered: this is the case of MAIS, an International Masters in International Information 
Studies (joint course between universities of Parma and Northumbria).  
 
IT-GV1, working in the Italian Office monitoring the BP, affirms that the Italian 
Government reform law for higher education has facilitated and stimulated all the 
requirements of the Bologna Process, such as transparency and comparability. For Italy, 
the BP was a stimulus to update the content improving employability, as well as 
facilitating the students to complete the course on time (Finocchietti 2007). A 
continuous process of reform is trying to adapt all the BP developments to Italy and a 
national report, updated every two years, is published in the official BP website 
(Bologna Process 2007). 
5.3.1 Obstacles and constraints to innovation of LIS education 
What is a library in Italy? What values and competences LIS education in Italy aims to 
transmit? LIS education in Italy seems to be anchored to the professional profile of the 
scholarly librarian, with a prevalence of the ―archival paradigm‖ as the concept of 
library. This traditional approach to the scholarly library is adhered to by the majority of 
the LIS teachers in Italy. This is often an hidden view, which has an impact on the 
  136 
conservative approach to the discipline. Many authors argue that the content design of 
the LIS curriculum is not related to the present needs of the labour market (Boretti 
2005; Federici, Gamba et al. 2005). Owing to the constraints on the application of the 
reform on the LIS programmes,  the three-year degree, apart from a few exceptions, is 
substantially a generic degree, with most teaching dedicated to disciplines suited to the 
basic background knowledge. Besides, the specialized degree Laurea Magistrale is often  
limited to a generic widening of a discipline, without dealing with aspects regarding 
methodology or research. 
 
IT-P1 (Solimine 2008) noted that in the discussions on the new disciplinary groupings 
launched following the BP, the question was whether to include the LIS in the sector of 
Italian Literature Studies or History, neither of which particularly respond to the 
training demands of librarians. IT-P1 (IT-P1 Transcript , 2008) and ITP2 (IT-P2 
Transcript, 2008) agreed that most teachers in Italy are concerned with the education of 
the scholarly librarian. 
 
For all the reasons indicated above, the core of the LIS curriculum in Italy is 
concentrated in the concept of "culture", as defined by Petrucciani, who clarifies the 
traditional approach to the LIS subject of LIS professors, distinguishing among culture, 
knowledge and information (Petrucciani and Ponzani 2003): 
Libraries deal with culture and knowledge more than information. We can also 
say that libraries deal with information about culture and knowledge. 
Information is something about which  libraries care but not the only one and not 
the most important one. 
 
The library concept is seen in its archival aspect, as a cultural asset forming part of a 
collection. The identity of the library has been investigated in particular by Solimine 
(Solimine 1988), Petrucciani (Petrucciani 2003), Salarelli (Salarelli 2008), Galluzzi 
(Galluzzi 2005) and Vivarelli (Vivarelli 2007). How has the library been identified? 
Salarelli affirms that the library is identified with  a collection with the catalogues and 
bibliographic tools. This archival role does not correspond to cultural heritage as 
communication of memory as defined in the European Curriculum Reflections for LIS 
education (Kajberg and Lorring 2005). 
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In effect, incongruities and contaminations can arise when this cultural role is too 
strictly filled, as emerged in the opinions of the professors interviewed and also 
supported by documentary evidence of curricular offerings. IT-P3 (IT-P3 Transcript, 
2008) noted that, despite the fact that the discipline is taught inside broader courses as 
History, each teacher has considerable autonomy in choosing the contents of the 
curriculum. As a consequence, those teachers interested to an international dimension, 
have included in their courses elements paying greater attention to the professional 
profile of a modern librarian. Nevertheless the LIS courses cannot be centered on 
specific subjects. IT-P3 says that as regards the postgraduate degree there is an attempt 
to structure the disciplines to be taught for a professional profile and this is viewed 
positively. IT-P3 (IT-P3 Transcript 2008) stresses that: 
In our courses LIS subjects are a minority, combined with more general 
background courses. The LIS subjects taught are archive science, library science, 
bibliography, history of publishing and the press, palaeography, diplomatics, 
computer science and archives, computer science in humanities: in these subjects 
specialised topics have to be included 
 
The hidden values of LIS professors set major limitations to the internationalisation of 
the LIS education, much more than the Ministerial list of obligatory disciplines, and that 
emerged in the interviews of the stakeholders and from the literature review. 
 
The characteristics of the Italian labour market also support the traditional education. 
IT-P1 indicated an other reason for the traditional education in LIS as: 
The stagnation of the Italian labour market, which does not evaluate how 
appropriate the education is to  present library needs. The evidence shows that 
the professionals who do find jobs are employed in cataloguing and catalogue 
conversion projects, and thus it appears that they have learned more than 
requested by employers.   
Nevertheless, IT-P1 also notes that labour market trends towards outsourcing and 
private work is going to demand enhanced professional skills, so that a better 
professional qualification is demanded of the librarian, albeit still limited predominantly 
to cataloguing procedures.  
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IT-P4 (IT-P4 Transcript, 2008) confirms the need to design a curriculum starting from 
the functions that should be performed by a librarian and agreeing upon them, using a 
learning outcomes approach to resolve the problems that emerged after the university 
reform in relation to the recognition of academic qualifications within Italy.  
 
However there are some constraints to innovation. In Italy, the universities are financed 
by the Government, who assures the quality of educational offerings. After the Bologna 
reform, Government control in curriculum content of LIS schools increased and the 
Minister of Education and Research has promulgated a mandatory list of subjects for 
LIS (Ministero dell'Università e della Ricerca. MIUR 2000). Library Science is together 
with Archives Science, both included in the broader subject of History.  LIS courses, 
continuing a strong Italian tradition, are offered inside the Cultural Heritage 
Conservation domain.  
 
The first constraint is due to the LIS mandatory list of disciplines, which is a barrier to 
the application of the learning outcomes model. This list of disciplines is also used for 
teacher‘s selection, resulting in a very rigid and conservative system for recruitment of 
teachers.  
 
The second constraint for LIS education in Italy is due to the location in a university 
Department or Faculty of Cultural Heritage Conservation. This is an other obstacle to 
updating the LIS curriculum in Italy, as LIS courses are delivered along with other 
disciplines such as history of art, archaeology, music and drama (Federici, Gamba et al. 
2005).  
 
The third constraint is that of a limited authority of the academic level of the sector. The 
LIS sector is not in a position to be represented or consulted at either Ministerial level 
or that of the CRUI (Italian University Vice Chancellors‘ Conference), or at local 
University level. In comparison with the other cultural heritage disciplines, which for 
ITP1 seem better organised, LIS programmes are of marginal importance. For example, 
IT-P1  (IT-P1  Transcript, 2008) affirmed that in the Cultural Heritage sector art 
historians have carved out their own area and have obtained the recognition of their 
professionals. Nevertheless, it is important to underline the fact that no Italian 
universities have come out unharmed from a period of cuts and reductions to university 
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budgets, and Cultural Heritage Conservation - Departments or Faculties, have been 
receiving considerable pressure to aggregate, with consequent loss of autonomy, i.e. 
general disciplines sometimes exist as mandatory subjects, or for staff size and selection 
criteria for teachers‘ recruitment.  
 
We can therefore conclude that the first result of the BP in Italy has been an increase in 
the number of university courses offered (Petrucciani 2001; Petrucciani and Turbanti 
2001). In addition, many universities have been creating a variety of university Masters 
degrees (Tammaro 2003). However, the LIS schools are reacting badly to the impact of  
the sweeping changes of the reform of  university  teaching,  together with the pressures  
(above all economic) which involve all Italian universities. All these constraints have 
hindered a radical change and the LIS educational offering remains essentially the same.  
5.4 Learning Outcomes approach in Italy 
The analysis of the content and learning outcomes of the LIS courses and the average 
credits workload is evidenced in the LIS courses listed in the national data base of the 
Ministry of University (MIUR). The researcher has considered the educational offering 
of the universities of Catania, Pavia, Pisa, Roma, Siena, Udine, Urbino, Viterbo, which 
offer undergraduate and post-graduate courses in LIS. The results are illustrated in 
Table 5.1 
 
The description of the curriculum is based on the discipline taught and the design of the 
learning outcomes of LIS courses is very generic: the typical LIS courses aim at 
preparing a professional with a good cultural background, with general knowledge 
disciplines (such as Literature, History, Philology, Chemical science, etc.) making up 
about 15% of the curriculum content.  
 
The core subject disciplines, classified with the EUCLID categories of Source, 
Organisation and System, which underpin the subject-related competences in the 
programmes, are related in most cases to the traditional courses of Bibliography, 
Bibliology, Librarianship, Archives Study, Cataloguing and Classification. The balance 
between specific subjects (which on average represents 24% of the students workload) 
and related disciplines varies in the universities offering a curriculum in LIS, with a 
general prevalence of historical subjects: they are 18% of the workload.  The 
management of library institutions is only about 8% of the workload. The low weight of 
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LIS disciplines can be for different reasons, such as the limited number of specialised 
staff in the Faculty (always limited to less than ten LIS teachers), political 
considerations related to the convergence of LIS in other Faculty, constraints posed by 
the Ministerial list of disciplines, etc.   
 
Technologies have been applied in libraries and archives for approximately 30 years, to 
a much more advanced level than in other branches of Public Administration, but in 
spite of this, the training of technological applications in Library schools is still  
insufficient: in the selection of LIS schools investigated it is only 5% of the workload. 
The content of the Unit is mostly limited to online catalogues or to generic content in 
Applied  Informatics not closely related to Libraries (Berger 2001). In Italy, Information 
Science is taught in Faculties of Engineering and the discipline of  Documentation, after 
many ups and downs, is not taught at schools of Library Science.  
 
Table 5.1 LIS subjects taught in Italy and their ECTS 
Subject content ECTS  
SOURCE  




Library and Archives Studies, Documentation, Cataloguing and classification, 
Book Conservation,  
24 % 
SYSTEM  
Automation of libraries 5% 
Library Management 8 % 
Library and society in a historical perspective 18% 
Library legislation 10% 
OTHER  
Other compulsory elements: interdisciplinary subjects (general subjects) 
Literature, History, Philology, Chemical Sciences etc. 
15 % 
Other abilities (computer skills, language skills, practical stage) 5 % 
Total Credits ECTS (5 years) 300 ECTS = 
7500 hours 
 
Subjects such as Information and Knowledge Management are relegated to other areas 
such as Social Science (Communication, Law, Political Science, Business, Education). 
The exclusively historical approach to the discipline, which is taken by LIS schools in 
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Italy, has considerable consequences on the vision of the library, on the values and 
criteria and also on the methods of the profession which are transmitted to students. For 
example, the only methodology is the philological and historical one and research 
methods, bibliometrics, etc are not taught (Galluzzi 2005; Miccoli 2005).   
 
5.5 Teaching/Learning methods in LIS education in Italy 
The BP learning outcomes model underlines the change in perspective between teaching 
and learning, which implies that the student assumes a different, more responsible role. 
In Italy however, LIS professors seldom discuss didactic methodology  and  the  
methodological conditions of the training success of the type of didactics which places 
the student in a central position. The pedagogy is usually teacher oriented and the 
innovation of teaching and learning methods has been superficially limited to the formal 
description of learning outcomes of courses and to the addition to the LIS courses of 
internship periods.  
 
It would appear that in Italy the approach to learning is based on the cognitive approach 
and the application of the learning outcomes model is skills based. The novelty on 
which to concentrate in this review of the BP reform in LIS schools is that the 
professional orientation of the reform has been interpreted above all with the need to 
accompany traditional academic teaching with a considerable organizational effort to 
include in the courses internship and apprenticeship periods in the work place 
(Tammaro 2003). However such periods, normally following completion of the courses, 
did not generate any substantial difference in the teaching of the university courses.  
 
Many universities have created administration offices which help university teaching 
staff who wish to activate training periods and relationships with the working world  
However, the training period has not always been considered a period of professional 
preparation, with a methodological approach and innovative didactics. The integrated 
LIS school/training courses, with internship apprenticeships,  the alternating of study  
and work periods, are all instruments which are stimulated by recent legislation, and 
which emphasise the necessity of bridging the gap between higher education and  the  
working  world. The didactic objective of apprenticeship  periods  must  tend  to  favour  
the  learning  of  competences, should be indicative and aimed at the acquisition of 
knowledge of the working world.  
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To conclude this section, it can be said that the situation in Italy appears to be 
characterised by a very clear-cut distinction between theory versus practice: theory is 
the prerogative of academics, practice that of librarians. It‘s also a question of 
definition: What is theory? What is practice? In Italy, theory is often understood as 
history, or as the consolidated opinion of authoritative sources, but not based on facts 
and evidence. Practice is understood as the daily activity of the individuals, not guided 
by theory. 
 
The ―student-centered‖ approach of the BP implies the acquisition of a set of 
competences, comprised in reflective practice and research methods (see Chapter 4). In 
Italy, the teaching and correct communication of such research methods are not 
considered a crucial requirement and the innovation of teaching has been limited to 
internship periods added to traditional lessons. 
 
In summary, the BP reform has offered many opportunities, but there are also many 
hindrances to an international curriculum and changes in learning and teaching of the 
LIS schools programmes are very limited.  
5.6 Conclusion  
To conclude, we can say that the legislative context of higher education in Italy, in the 
framework of the BP, stimulates changes which one could call epoch-making in which, 
differently from in the past, the LIS programmes should no longer be internationally 
isolated or cut off from the professional world. Besides the problems of recognising the 
academic titles and applying the quality indicators and the learning outcomes approach, 
which are stimulated by the BP but still missing. 
 
The researcher should conclude by considering that the dichotomies that in the past 
were an obstacle to a valid LIS university preparation are still present. In other words, 
LIS courses could have to experiment with the possibility of having learning outcomes 
shared at a local level with the stakeholders involved, and reach an agreement on the 
measures for judging the quality of such courses. The evidence of LIS courses in Italy 
however suggests that it is not sufficient to stimulate  legislation, as the BP does, so that 
change occurs. The researcher wonders if the Italian case could be an example of how, 
though starting from a low-level professional qualification, using the BP learning 
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outcomes model as a stimulus for updating and improving the quality of the education 
offered, students could be empowered with new knowledge, capabilities and skills, with 
a consequent improvement of LIS qualifications and the professional profile. Could LIS 
students with an international background become the change agents, which will align 
the professional qualifications to those of the European level? This was one of the aims 
of the International MAIS Masters, whose achievements are the object of analysis of the 
following Chapters of the dissertation. 
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Chapter 6. Competitive attractiveness of MAIS  
6.1 Introduction 
This Chapter presents the results of the research relating to the competitive 
attractiveness of the International Masters in Information Studies (MAIS), the 
international Masters established by the Universities of Northumbria and Parma and the 
first LIS international curriculum in Italy (Internationalisation at Home).  
 
The first section ―MAIS: issues and challenges of designing an international course‖ is 
based mainly on the documentation related to the results of discussions held inside the 
consortium of the two collaborating Universities for offering an innovative joint 
Masters course in Italy and the organization for quality assurance of the joint course.  
 
The second section ―The competitive attractiveness of the MAIS‖ examines the various 
approaches adopted by the stakeholders in the assessment of the competitiveness of the 
MAIS which in Italy represents an educational qualification with an international and 
innovative content.  
 
In the final Conclusion some critical considerations are made. Can a European set of 
quality indicators stimulate an improvement in the quality of education in Italy? Can 
MAIS represent a curriculum model for improving education in Italy?  
6.2 MAIS: issues and challenges of designing an international course 
Knight and De Witt (Knight 1997) define the process of internationalising the 
curriculum as comprising two main types of strategy: the organisation and the 
programme. The organisation of MAIS has included policies and  administrative 
systems with the main focus on organisational strategies and quality assurance. The 
focus of the programme strategy comprised the definition of the learning outcomes, 
teaching and learning approaches and services for facilitating learning. MAIS was based 
on the BP learning outcomes model and has applied all the BP requirements for quality 
and recognition. 
6.2.1 MAIS organisation strategies 
The BP was experienced in a different way by the partner universities, University of 
Northumbria and University of Parma. In the UK there is a widespread awareness that 
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the British education system is ahead of the BP (UNN-A1 Transcript 2006). The interest 
in internationalisation, as the declared objective of the LIS School of Northumbria, is 
that of attracting foreign students. The main objective of the MAIS joint course was to 
avoid the problems of recognition that still afflict international courses. The drive to 
attract students, together with that for competitiveness that accompanies it, leads the 
University of Northumbria to seek excellence. The quality of the education is hence 
fostered as a priority for a competitive course. This was confirmed by the interview with 
UNN-A1.  
 
In Italy, as emerges from analysis of the Italian Ministry‘s evaluation report on the 
MAIS, the focus was instead on mobility of the students in the two Universities and the 
employability of the successful student. This could indicate: the need for innovation in 
the courses, a greater appropriateness to the labour market, or a different teaching 
approach more geared to practical application. The problems relating to recognition of 
the MAIS course were anticipated and foreseen in the co-operation agreements between 
the two partners. These agreements laid down that each university would use the 
national procedures for the accreditation of the courses, with a shared quality co-
ordination established at programme level (Tammaro and Dixon 2003).  
 
In the traditional quality assurance of university courses, the quantitative indicators, 
such as resources, and the number of teachers and facilities, are considered as very 
important. MAIS was able to offer students the resources of the two partner universities, 
as described in the Operations Manual (University of Northumbria at Newcastle. School 
of Information Studies and Universita' degli Studi di Parma. Instituto di 
Biblioteconomia e Paleografia 2001): 
 academic, administrative, tutor guidance,  
 peer support, 
 academic materials, 
 library resources of both universities.  
 
One of the advantages of international courses is in fact sharing of resources, and hence 
of an expansion of the offer to students. The support given to the students, like the 
library and workshop resources, are listed in the MAIS Programme Specification 
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(MA/MSc International Information Studies. MAIS 2001). From this manual one can 
read: 
All students have had access to print and electronic material through the 
Distance Learning services provided by the libraries of both universities, and to 
general electronic resources via the web.  Although access to resources has on 
the whole been good, at times students have had difficulties finding all the 
resources they needed.  However, students have appreciated the support of the 
library staff at both universities. 
 
The partnership was developed with two course co-ordinators, one for each partner 
University, who were sharing responsibilities and tasks. External examiners were 
appointed for the programme. The staff ensured that the assessment marking was done 
with the same criteria. 
 
6.2.2 MAIS Learning objectives and course design 
The competitive attractiveness of MAIS emerged from the comparison between LIS 
education characteristics in Italy with MAIS. The MAIS has been structured around the 
concept of the library with the ―information management approach‖. The role of the 
library in society was the philosophy of the course and is described in the following 
statement (MA/MSc International Information Studies. MAIS 2001): 
The programme addresses two fundamental requirements of information 
professionals throughout the world: 
 The need to participate in lifelong learning in order to update their own 
understanding and skills 
 The need to reflect continuously on their role in order to meet the ever 
changing needs of those who are seeking to use information for effective 
learning, whether it be personal or organisational. 
 
The response of the MAIS to the demands for innovation in university education was an 
enhancement of the ability to manage change and fostering the student‘s capacity for 
critical reflection, based on a sound understanding of the technology that enables it to be 
creatively applied to the information context. The educational objectives of the MAIS 
relate to knowledge and skills considered crucial to the cultural baggage of the librarian. 
More specifically, the knowledge and skills are those appropriate to a 2
nd
 level Master‘s 
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degree, educating students to become reflective practitioners so that they can achieve 
the following learning objectives: 
 can employ all aspects of reflective expertise in appropriate ways, with 
developed awareness of inter-relationships; 
 have a highly developed awareness of values and the value-system and are able 
to work effectively in areas of value-conflict; 
 can place work within a broad range of perspectives, particularly in institutional, 
national, international, historical and social contexts; 
 can analyse and evaluate very complex situations, perceiving and implementing 
solutions with a highly developed awareness of the value bases and perspectives 
involved in both problem-framing and problem-solving; 
 display a developed capacity for innovation; 
 are effective communicators of complex ideas in challenging situations; 
 have a high degree of critical self-awareness and a developed and productive 
grasp of theory-practice relationships, 
 are able to structure their own research both in their own practice and in the 
wider context of Information Studies. 
Reflective expertise is defined as: 
 
Reflective expertise refers to the cognitive processes which it is believed 
underpin and inform the practical activities of  an Information professional 
 
Reflective expertise is categorised into a number of “Key Factors” as follows: 
Values and perspectives 
Ability to move beyond understanding of events in concrete terms into the 
conceptualisation of underlying values and perspectives 
 
Analysis 
Ability to analyse professional situations, particularly in terms of underlying 
issues; problem solving 
 
Implementation 
Ability to relate reflection to a practical context; taking decisions; problem 
solving 
  154 
Communication 
Ability to maintain positive working relationships with others; to discuss 
complex ideas; to have developed an awareness of audience. 
 
Reflection/critical self-awareness 
Ability to empathise with others; to work beyond what is given and to devise 
innovative solutions to problems. 
 
The MAIS has been structured with seven modules: three of them focused on 
information and change management, two on research methods, one on the reflective 
practitioner and the thesis.  
 
It would appear that in Italy the approach to learning outcomes has been superficially 
applied and was based on generic skills (see Chapter 5). The categories of the analysis 
of LIS programmes in Italy emerged from the data collected and were evidenced as rival 
explications with those of MAIS (Fig. 6.1):  
 discipline taught versus learning outcomes design: the Italian Grid of 
disciplines cannot be compared with the learning outcomes approach of 
MAIS; 
 archival approach versus information management approach: the Archival 
approach of Italian education is not comparable with the Information 
management approach of MAIS;  
 conservative content versus innovative content: the traditional content of LIS 
courses in Italy cannot be compared with the innovative content of MAIS;  
 minimum requirements versus improvement oriented: the validation of 
Italian LIS programmes is based on minimum requirements whilst MAIS 
accreditation is oriented toward continuous improvement; 
 and international  dimension: this is the unique value of MAIS. 
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Fig. 6.1 Categories of analysis of LIS programme content in Italy 
 
A particularly critical element, due to the fact that the design of the course was based on 
the English experience, was that of the appropriateness of the learning objectives to the 
Italian context. This aspect is of particular importance in terms of internationalisation. 
The following observations are taken from the MAIS documentation (Universita' degli 
Studi di Parma. Instituto di Biblioteconomia e Paleografia and University of 
Northumbria at Newcastle. School of Information Studies 2002): 
Feedback is extremely positive; what they are learning is already impacting on 
how they view the potential of their jobs as well as improving and informing their 
professional practice.  They feel they have made the right decision to choose the 
course, even though pursuing a career, giving time to family life and studying at 
this level is difficult!  However, the situation in Italian libraries is very different 
from that in other Western European, American and Australian libraries, and 
sometimes students find this frustrating.  For example, many Italian libraries are 
very bureaucratic and hierarchical, and do not take a user perspective, and 
whilst appreciating that Italian libraries are changing and need to change, the 
students need more opportunities to discuss the difficulties they face in reality. 
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To take this different situation into consideration, various adaptations were made: as for 
example stimulating students to explore the Italian context, particularly in terms of user 
studies (Universita' degli Studi di Parma. Instituto di Biblioteconomia e Paleografia and 
University of Northumbria at Newcastle. School of Information Studies 2002): 
Students need more opportunities to explore the Italian context, particularly in 
terms of research and user studies, which students find very new.  
6.3 MAIS: Competitive attractiveness of the MAIS programme 
But has this international content of the curriculum been appreciated by the students 
and, above all, by stakeholders? What changes has the MAIS introduced apropos 
innovation and the core?  
6.3.1. Numbers of student recruitment 
The data on the number of MAIS students in the three cycles examined in the case study 
are shown in Fig. 6.2. All the MAIS students are living in Italy, and the full range of 
information and library sectors is represented. A clear trend towards a drop in the 
number of enrolments can be discerned. After the second intake of MAIS, many other 
Masters were offered by other universities, starting a real competition for attracting 
students. 
 
For each cycle, the recruitment data are compared with the number of students delaying 
course completion and the number of drop-outs. The total number of MAIS students 
over the three cycles was 43, with a delay rate of 14% and a drop-out rate of 14%. Even 
if the percentage of delay and drop-out appears to be the same, an inverse trend of  
drop-out should be noted over the three cycles, with the drop-outs diminishing. Another 
correlation to be noted is the ratio of enrolments to drop-outs: the smaller the number of 
enrolments, the more the students appear to be motivated to complete the course.  
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Fig. 6.2 Number of MAIS students 
 
This second section of the chapter aims to answer the following questions: How has the 
MAIS curriculum content been assessed? What international indicators did the various 
stakeholders use?   
The stakeholders interviewed were: MAIS teachers, students and student‘s employers. 
Faculty and professional staff were involved in the research, including staff teaching on 
the MAIS.  
6.3.2 MAIS Teachers 
UNN-P2 observes (UNN-P2 Transcript, 2007): 
I think for Italian students learning with the joint programme between Parma and 
Northumbria the experience of 2 cultures is enhancing, this broadens approaches 
and content. I think the quality systems that Northumbria brought to the 
programme enhanced the students learning, and the Northumbria student-
centered approach to learning.  Students had access to materials from 2 
university libraries, and their qualifications are recognised in many countries 
throughout the world because of the UK agreements with other countries. Staff 
expertise is widened, and staff professional experiences represent 2 different 
cultures - a benefit for students. LIS in different countries is practised differently, 
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and again this is reflected in the course, and gives students the basis for 
comparative analysis. 
 
In MAIS, reflective practice as a skill required by students has been underlined. 
 
As UNN-P1 notes (UNN-P1 Transcript, 2007): 
Public and regional responsibility for higher education in a global knowledge-
based market remains crucial. Bringing students together from a wide range of 
cultural backgrounds to share information, particularly in the areas of standards 
in information services, and their indicators can only enhance the quality of 
understanding of the quality and effectiveness of LIS services. The students 
acquiring the International Master‟s will be in a unique position to further the 
work of library and information systems throughout the world. They will also be 
able to ensure that European standards of service in these areas are of the 




Understanding of the BP will enhance LIS students learning in Italy as it will add 
to the breadth and depth of the wider societies that they will be serving. 
 
The opinion of the Parma staff about MAIS is not clear. The Instituto di 
Biblioteconomia e Paleografia, which had a particular autonomy before the HE reform, 
was converging with the bigger Department of Cultural Heritage soon after the 
university reform, bringing competition for resources and problem of communication 
amongst the staff. Except for the first intake, the Parma Professors did not want to be 
involved in teaching on the Masters. The reason given to the researcher was that their 
normal teaching workload did not allow them to teach in MAIS. 
 
UNI-PR-P1 (UNIPR-1 Transcript, 2008) replied that she could not evaluate the Masters, 
as she does not know what the MAIS has taught. In general, she is appreciating the 
learning and teaching methods of MAIS, which are focusing on research. UNIPR-P2 
(UNIPR-2 Transcript, 2008) argued that he is not competent to judge the content of 
MAIS, which is not related to his specialisation. UNIPR-P3 (UNIPR-3 Transcript, 
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2008) confirmed that he agrees about the quality of  MAIS content. Regarding the 
impact of the MAIS for Parma, UNIPR-P2 replied that it was good for the image and 
visibility of the Department, but UNIPR-P1 argued that it was only positive for 
students, without any impact on the Department. UNIPR-P3 added that the MAIS 
suffered from the major changes taking place in the Department at the time, and that the 
isolation of the course was due to this. The isolation of the Masters from the other 
courses of the Department and in general from LIS programmes in Italy needs to be 
evidenced, as a result of its competitiveness. However the University Rector and 
Administrators were strongly supporting the innovative course. 
6.3.3 MAIS students’ expectations 
To understand the competitive attractiveness of MAIS, students were asked to identify 
motivations and expectations about the Masters. The question investigating their 
motivations was: 
What expectations had you from MAIS in comparison with Italian Masters? 
 
Most of the competitive attractiveness of the MAIS can be identified in the fact that it is 




“The innovation of the Master for learning and teaching methods, research 




“The possibility of studying library and information science from “an Anglo-
Saxon point of view” (I mean more as a branch of social sciences than a 
humanistic subject)” 
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“Staying up to date with LIS topics” 
 
Many students also valued the multicultural aspect: 
 
S16 
“The chance of having work experience in the UK” 
 
They were also interested in international recognition: 
 
S9 
“Marketable, career improvement, faster career”  
 
S1 




“To get a Master qualification” 
6.3.4 MAIS students’ employers 
The employers were also questioned about their expectations, and any eventual 
suggestions regarding the necessary improvements:   
 
Are the learning outcomes of the MAIS suited to the changing demands of the library 
system?  
 
If you consider the learning outcomes inadequate, could you list those you feel need to 
be added?  Could you also specify why, in your opinion, they are inadequate?  
 
One of the problems highlighted by the employers of the MAIS students was the fact 
that basic education in management is lacking in Italy. As a result the MAIS learning 
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outcomes focused on change management appear to be too advanced. A conservative 
feeling towards change can be evidenced. 
 
E1 
“The Italian situation is still overly deficient in managerial skills, above all in the 
organisation of diversified competences, hence it would be useful to set as 
objectives competences linked not only to the organisation of the new services, 
but also more specifically to administration and staff. We should not overlook the 
fact that the minimum dimensions of the Italian university libraries often prevent 
the necessary growth and experience in this field”.  
 
Regarding the competitive attractiveness of the MAIS Programme, it can be evidenced 
that students were attracted by the international dimension of MAIS and its innovative 
content; some of them were also looking forward to a career abroad. Employers have a 
conservative behavior against change, wanting the continuation of traditional 
procedures.  
6.4 MAIS: Learning and teaching quality enhancement  
A variety of learning, teaching and assessment methods has been used by MAIS to 
enable students to fulfill the learning outcomes.  These were developed in line with the 
principles of the Northumbria University‘s Learning, Teaching and Assessment 
Strategy, and the QAA code of practice. The emphasis of the MAIS programme was on 
independent study, to enable students to undertake individual research in support of 
their own continuing professional development (MA/MSc International Information 
Studies. MAIS 2001).   
Online discussion boards, and study school seminars will take the form of 
discussions, debates, practical and problem solving exercises, individual and 
group work. The workshops, discussion boards and seminars are intended to 
develop problem solving skills, increase further confidence and expertise, link 
theory and practice, build analytical and critical thinking skills, and provide 
students with the opportunity to interact and share ideas with each other and the 
tutors.  
The wide variety of assessment methods demand analytical, critical and creative 
thinking..  Assessment for the Independent Study Module  1 will be a full 
literature review; assessment for Independent Study Module 2 will be a 
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dissertation proposal.  Both are required elements for the Masters dissertation, 
which will be largest unit of assessment.  
…….. 
The assessments, formative and summative, are designed to reflect the learning 
outcomes, and are therefore varied.  There are a range of assignments which 
involve examples such as: 
 presentations in various forms 
 discussion and debate 
 a range of opportunities to apply information skills 
 working autonomously – making decisions, directing and managing their 
own learning 
 group work 
 self-assessment activities 
 reflection 
 participation in online communities. 
 
The approach to learning and teaching in Italy (see Chapter 5) seems to be very 
conservative and the student centered approach is not applied. What enhancements for 
and what critical aspects of learning and teaching can be illustrated by the MAIS? The 
categories of the analysis on enhancement of learning and teaching emerged during the 
transcription of interviews and focus group and were identified in (Fig.6.3): 
 Teacher centered versus student centered approach: the shift from a traditional 
teacher centered approach of the LIS Italian programmes to a student centered 
approach which has been applied in MAIS with more responsibility given to 
students working autonomously; 
 Cognitive approach versus constructivism approach: the passive transmission of 
knowledge of the cognitive approach, which characterises Italian programmes, 
has been changed in the pedagogical constructivist approach of MAIS; 
 Historical orientation versus research orientation: the methodological historical 
approach of  Italian traditional courses has been replaced by the research 
orientation of MAIS; 
 Summative and formative assessment: the final assessment is an exam in the 
Italian LIS programmes, whilst in MAIS each module has a final assessment. 
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Feedback to students is the formative assessment of the learning and teaching 
approach of MAIS.   
The learning outcomes model can include both formative and summative evaluation, 
depending on the purposes of the programme. The learning outcomes model represents 
formative evaluation to the extent that information gained from a programme‘s 
graduates is continually generated into the system for ongoing programme 
improvement; the model represents summative evaluation to the extent that a total 
appraisal of an overall programme is conducted and decisions made accordingly. The 
model chosen in MAIS was based on formative assessment and the feedback was given 
to students for each module.  
 
 
Fig.6.3 Categories of analysis of LIS programmes process in Italy 
 
In the evaluation of the international course performed by the various stakeholders, 
what results in learning and teaching have been identified for the MAIS?  
6.4.1 MAIS: Learning and teaching: internal assessment  
There are significant data to be drawn from the MAIS annual evaluation reports of the 
years 2002 and 2003. These reviews were compiled from unit evaluations, comments 
from students at group and individual tutorials, Course Committee meetings, examiners‘ 
comments, and from information supplied by the Northumbria University Course 
Questionnaires as part of the ongoing monitoring of the course. For example: 
To be addressed/already addressed 
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Students need more opportunities to explore the Italian context, particularly in 
terms of research and user studies, which students find very new. 
The students were given 2 extra weeks to complete the Research Methods 
assignment, after difficulties were raised with staff by the student representative. 
The administrative staff in Parma changed, making continuity difficult. 
At times students felt isolated. 
Parma staff have not yet attended an exam board. 
External examiners have not yet visited Parma or talked to students. 
Internal moderation of scripts has been time-consuming, but this is inevitable. 
(MA/MSc International Information Studies. MAIS 2003) 
6.4.2 MAIS: Learning and teaching: external assessment  
The MAIS has been evaluated by the Quality Assurance Agency (QAA), the Italian 
Ministry of University and the League Table CENSIS. 
6.4.2.1 QAA 
QAA made a visit to Parma in 2003 and then drafted a Commentary on the Masters 
(Quality Assurance Agency. QAA 2003). The QAA evaluation focused on two aspects 
of the programme:  
 the organisation of co-operation; 
 the support guaranteed to the students. 
As regards the first point, the QAA considered the organisational structure of the 
Masters, and also the written agreements that ensure the quality of the course and the 
recognition of the qualification. The organization of cooperation realized by the co-
operating universities was considered with a focus on the University of Northumbria at 
Newcastle (UNN) aim of the internationalisation for attracting foreign students, through 
the quality of the educational offer.  
 
Apropos the support offered to students, the QAA focused on both students and 
teachers. More specifically it analysed: 
 Programme delivery methods, 
 Students and learning environment, 
 Student support, 
 Student assessment, 
 Staff development. 
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The results of the evaluation are described in the report drafted by the QAA (Quality 
Assurance Agency. QAA 2003) records:  
The course lays emphasis on research, in terms of practitioner research, and the 
need for reflective practice that takes into account good practice beyond the 
confines of the particular work place. The course is designed so that students 
build up their in-depth knowledge of a particular area through the Independent 
Studies units, Research Methodology units, each building on the other and 
feeding into the final Masters Dissertation.  Comments on the structure have been 
very positive, and all the students have commented favourably on the content and 
the structure. 
 
Relating to delivery methods, QAA says (p.4): 
Overall, it was clear that there was a fully integrated course team managing the 
joint programme effectively and that the objective of offering a fully joint 
programme was being achieved. Students met by the team supported this view, 
describing how they experienced the course as a single unified entity not separate 
parts delivered by the two partners. 
 
Students support and the learning environment were judged to be good (p.5): 
The audit team concluded that students were very well-supported by the teaching 
and administrative team of the two partners, who systematically collect student 
feedback and are responsive to it. 
 
Staff development was considered good for learning and teaching enhancement in the 
two Universities (p. 5): 
The audit team heard and saw details of a number of examples of staff 
development initiatives at programme level designed to develop a common 
understanding of approaches to teaching, standards of assessment and marking 
procedures, programme management and administration. 
 
The final evaluation of QAA was positive. 
6.4.2.2 Italian Ministry for University (MIUR) 
The Ministry for the University (MIUR) also performed a monitoring of the Masters, 
which ended with the request for a final report from the co-ordinator (Ministero 
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dell'Università e della Ricerca. MIUR 2007). This report was expected to provide an 
evaluation of the mobility generated within the framework of internationalisation and 
the related costs. Learning and teaching were not addressed, except as regards whether 
or not there existed a system of self-assessment.  
6.4.2.3 CENSIS League Table  
To investigate the competitiveness of the MAIS in comparison to other Masters in the 
sector, a benchmarking has been done in an annual series (―Grandi Guide‖) published 
by the La Repubblica newspaper, entitled ―Lavoro e Master‖ (Employment and 
Masters) (Magistà 2007). The assessment was performed by the CENSIS, an Italian 
Agency which evaluates the university Masters degrees related to all subjects with a 
matrix of quality indicators. They do not declare what instruments were used for data 
collection. The quality indicators selected by the CENSIS are:   
 Admission criteria and requirements: entrance test, knowledge of foreign 
languages, motivational interview, minimum degree mark and curriculum vitae; 
 International teaching and experience: at least one foreign institution among the 
bodies proposing the Master and the possibility of internships abroad; 
 Teaching/learning services: computer stations, library, Internet access, customer 
satisfaction surveys and educational visits;  
 Facilities for the students: accommodation, catering, payment by instalments, 
scholarships;   
 Placement: employment surveys, database of student curricula, database of job 
offers.  
 
These criteria correspond only partially to the ESG Guidelines set of minimum 
indicators. Applying these criteria, the MAIS evaluation shows that the MAIS is 
absolutely considered not competitive in comparison to the other Master degrees. The 
data used in this table have been extracted by the 2007 publication which CENSIS 
publish yearly (Magistà 2007). The MAIS was measured against other Masters in the 
LIS sector: that of the University of Padua ―Bibliotecario nei servizi scolastici educativi 
e museali‖ (Librarian in scholastic, educational and museum services), that of the 
University of Siena ―Studi sul libro antico e formazione di bibliotecario manager‖ 
(Studies on ancient books and training of manager librarians), and the Master in 
―Indicizzazione dei documenti cartacei, multimediali, elettronici‖ (Indexing of paper, 
multimedia and electronic documents) organised by the private consortium BAICR.  
  167 
As regards admission requirements the MAIS is in the top bracket. However the 
International MAIS is evaluated inferior to the non-international  BAICR Masters in 
terms of international experience and has been considered to have fewer services than 
Siena and Padua; finally MAIS ranks below Padua for lessons, although it seems that e-
learning delivery of MAIS was not considered.  
 
In 2007, MAIS was chosen by CENSIS for a survey on the customer satisfaction and 
placement of the MAIS students (CENSIS, 2007). The final report of this survey was 
sent only to the researcher as Italian co-ordinator of the Masters and is in Appendix 1. 
The findings of the qualitative survey seems to be in contrast with the results of the 
previous rating of  MAIS Masters. It seems that the MAIS students satisfaction survey 
has not been used for the final evaluation, but it was not possible to have further 
explanations. 
 
So what are the final considerations about the external assessment of MAIS?  
 
The British approach to course evaluation concentrates on the students, focusing on 
MAIS approach to supporting learning. The organization of the cooperation for quality 
assurance and recognition of qualifications was particularly investigated.  
 
In Italy the evaluation is not centered on the students: the MIUR evaluation is restricted 
to accounts data on mobility and the related costs and the opinion of the students is not 
taken into consideration.  
 
The different British system of quality evaluation for MAIS does not appear to have had 
any impact on the Italian system.  
In the interview, UNN-P2, one of the English MAIS teachers confirms:  
The actual document of the Bologna Process could certainly stimulate 
development of quality at national level if national governments needed and 
wanted development.  The Bologna Process in practice is another matter. I don‟t 
think it has in the UK as I think nationally we have a well developed quality 
assurance system.  I don‟t know in Italy.  There has to be a link between the 
courses following the Bologna Process, to the university hosting the programme, 
and then up to national level. 
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The League Table drawn up by the CENSIS is designed to monitor support for learning 
and teaching, combined with placement. Nevertheless, also CENSIS evaluation is not 
centered on students. The customer satisfaction survey seems not used for the MAIS 
final evaluation, which is based on input and quantitative data that we do not know the 
source of. The evidence is that in the case of the MAIS, the customer satisfaction report 
and the data collected from students were not combined with quantitative data. 
 
One observation that appears to arise is that, if using some of the E4 quality indicators,  
a partial application of the same quality indicators can lead to different evaluations of 
the same data. What is important is to stress that, without understanding the student 
centered criteria, evaluation could bring to misleading results. In substance, there is an 
implicit system of values that guides the use of even quantitative tools and thus even 
quantitative data are in effect subjective.  
6.4.3 MAIS Learning and teaching: student satisfaction 
Apropos the MAIS teaching aspect, the questions were: 
 How would you rate the quality of various features of the international MAIS such 
as: teaching staff, pedagogy and responsiveness to learning preferences, library 
services, study materials, feedback and assessment, other (specify)? 
 In general do you consider what you learned valuable for your future? 
 What difficulties did you encounter during your period of study? 
 
In the CENSIS survey, the MAIS students‘ satisfaction relating to learning and teaching 
rated very high: teachers and teaching (83.3%) and interest and utility of content 
(100%).  
 
This result was confirmed and explained by the quality survey performed by the 
researcher, trying to investigate the MAIS students‘ satisfaction (Fig. 6.4 MAIS student 
satisfaction. Resources). The students were requested to rank with the score Excellent, 
Good and Poor the teachers, the libraries support and the learning material. 
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Fig. 6.4 MAIS student satisfaction. Resources 
 
The highest satisfaction score is for teachers (55%). It should be noted that the students 
did not attribute this value to the teachers in terms of number, but in terms of the quality 
of the relations established with them and their competences in the discipline. The 
qualities that were appreciated were highlighted in the friendly rapport that was set up, 
instead of the distance between teacher and student of the conventional approach.  
 
This was not, however, at the expense of communication of contents, but rather 
stimulated a greater participation in the discussion and in general an active involvement 
in the learning process, as evidenced by students. 
S1 
Excellent and they all treated us as if they had known us for years and they still 
treat us like that even though we have finished the course. 
 
S2 
The professors are extremely well-prepared and have great expertise in 
communication, knowledge transfer and involving the students. 
 
Nevertheless, perception and individual preferences can vary. For 25% of students who 
attributed the teachers an average rating the physical distance of the teachers in the 
online course was an obstacle: 
S3 
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Really good background and experience, but in many cases I felt disappointed to see 
that my inputs were undelivered and that my questions were unanswered 
 
The support offered by the libraries was an element of crucial importance in the 
teaching approach of the MAIS, in which written assignments were to be delivered at 
the end of each module. The libraries available on the joint course were those of the 
University of Northumbria and those of the University of Parma. The students declared 
themselves fairly satisfied with the service at their disposal (40% considered it 
excellent, 33% good and 17% average), even though the less satisfactory service of the 
University of Parma was noted. 
S2 
The use of ICT in various library services, their role in developing and assessment of 
the library work was one of the aims achieved in the international MAIS  
S4 
Good for UNN Library, less good for Parma 
 
The most divergent opinions were the students‘ assessments of the teaching material: 
the majority (45%) consider this good or excellent (33%) but 22% judged it to be 
average. The teaching material comprised synthesised handouts for each module, the 
introductions made during the lessons and other support material. It should be noted 
that, in the MAIS teaching approach, this does not constitute the study material as it 
normally does in the traditional Italian didactic approach, but is simply designed to 
provide an outline of the individual arguments, to aid an understanding of the main 
issues and the relations between them. It is in fact up to the student to go to the library 
and find the study resources best suited to the topic that he or she has chosen to focus 
on. 
S5 
Very good -  They served as a path towards personal discoveries. 
S3 
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Really poor and inadequate in comparison with the vast amount to be learnt; the 
textbooks were sometimes too simple and schematic, and some of the references were 
out-of-date. 
Observing the indicators traditionally considered by the European universities (see 
Chapter 4), despite the substantially positive assessments of the students, we can 
nevertheless highlight the possible effects of an innovative student-centered approach. 
In the educational model adopted by the MAIS, the student is responsible for finding his 
or her own learning resources, with the support of the library and the constant and 
supportive, albeit virtual, presence of the teacher, with just a few summary aids, 
constructed to delineate the essentials as regards contents. To help non-Italian readers to 
understand, we would note that Italian students are generally accustomed to having vast 
quantities of study material, and little or no interaction with the teacher, the library 
being considered solely as a source of textbooks. The majority of the MAIS students 
understood and appreciated this different use of the course resources. Nevertheless, 
understanding and adapting to this new approach was difficult for some of them, and 
this is considered as one of the explications for the delay of some students in completing 
the course. 
 
These considerations are confirmed in the students‘ perception of the teaching. The 
students were asked to indicate their opinion on the quality of the pedagogy and 
responsiveness to learning preferences and on the modes of feedback and assessment 
used for the evaluation of their assignments. The results are illustrated in Fig. 6.5 
 

















Fig. 6.5  MAIS student satisfaction. Teaching 
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The assessment proves to be undoubtedly positive for the teaching: 57% of students 
seem it to be excellent. The same was also for the assessment or feedback (considered 
excellent by 46%).  
S2 
The discussions, the evaluation of the themes treated helped me to enrich and assess my 
theoretical knowledge and library practice. 
S4 
This was good for indicating the weakness and strengths of my tasks, for learning from 
the feedback and not only for the mark assigned  
The MAIS learning and teaching didactics, in comparison with Italian courses was 
really different from the traditional approach. Although most of the students appreciated 
the different pedagogical approach, some of them had problems arising from passive 
habits of learning or their personal learning styles. Thus some students found the 
teaching approach difficult to understand: 21 % assessed it as good or average. 
S6 
Not so appropriate; I was involved, but it turned out to be quite different from the type 
of study I was accustomed to 
S3 
I felt really free to undertake any path I wanted and I felt encouraged. 
 
The analytic feedback received at the end of each module, together with the final mark, 
confirms the different impact of an innovative teaching diverging from the conventional 
approach: this was rated good by 35% and average by 19%. 
S7 
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Depending on the teacher, some very good and some others not so punctual in feedback 
(on average good) 
S8 
Bad feedback, difficult to understand assessment 
In general, it would appear that, especially for the Italian MAIS students, it was very 
difficult to understand and accept the greater responsibility that was attributed to them 
in their learning. 
S9 
Good with regard to methodology learned and research methods, but, for example, 
more in-depth knowledge of technologies is necessary in my opinion. I mean that one 
strength of the course was learning a methodology, while one weakness could be 
considered the possibility of choosing contents on an individual basis (this means that it 
is probable that students don‟t improve their practical skills and competences, 
something that can be clearly valuable in their workplace or, better, in the work 
market).  
The lack of aptitude for responsible study was combined with the greater isolation of 
the student in distance learning and hence the difficulty of benefiting from the peer 
support of the other MAIS students. 
S7 
Relationship with the other students in online environment - missing (I would have liked 
a forum, or another virtual space where students could have been in contact, in order to 
overcome a bit the sense of isolation and share opinions while studying. Or even online 
group work, sometimes.) 
In short, the overall judgment expressed by the MAIS students was very positive: 95% 
of the students who replied declared that they were satisfied with having taken part in 
the course. 
S10 
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Yes, because I think that working methodically, critical thinking and the capacity to link 
theory and practice are important investments for my professional development 
S11 
Yes, once acquired, the richness of the learning experience is a permanent value 
A small percentage of MAIS students, limited to 5%, was however not satisfied. This 
assessment calls for further elaboration in studies that focus more attentively on the 
implementation and the suitability of international quality models in contexts with 
specific characteristics, such as Italy. What the researcher can say here is that the 
negative judgement is not to be attributed to the course as such, but rather to the extent 
to which it met the students‘ expectations. The students involved in fact explained the 
reasons for their dissatisfaction:  
S9 
The kind of subjects covered and the diploma obtained were not useful for improving 
my professional grade and/or salary in my workplace. I think this happens because they 
are, generally speaking, not recognised as an asset in the Italian system of public 
administration.   
S8 
The work assigned is not very clear and there is not enough feedback  
In the semi-structured interview of the MAIS students, we sought to collect information 
on all the problems that they encountered. The replies underscore common problems, 
which in the majority of cases are indicated as:   
 inadequate knowledge of English; 
 shortage of time; 
 the difficulty of reconciling the study with family and work commitments. 
These problems indicate the difficulties of adapting to an innovative didactic approach 
which demands a personal commitment of reflection and learning that is hard to 
reconcile with everyday activities. 
S12 
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Beginning to study again; adaptation to new learning methods, coping with job, family 
and study (time management); language – writing and reading professional English for 
the master study 
S5 
The first difficulty was to adapt to British and international educational standards, 
moving from a passive to an active role as a student in the process of learning 
S3 
Many of the difficulties arose in trying to understand what was I supposed to write for 
my assignments. Explanations were often sketchy and the lack of previous examples or 
schemas made it very difficult to structure my papers. 
Other difficulties arose from the tricky task of integrating the MAIS schedule with a job 
which takes up most of my daily time. This caused mounting delays, although I realise 
that it's a question of skill in organising work and operating to a routine, which was in 
fact my weakness. 
S13 
The physical distance of the teachers, new methodology to be learnt, the strict 
adherence new methods and techniques for drafting the papers 
S6 
Defining the objectives of the home work tasks, which are very different from Italian 
University examination papers. 
S14 
Working alone. Personal difficulties in organising my time and my work, no family 
support for my project, which was seen as an obstacle to the family routine. 
The English language. I‟ve been studying English hard for 3 years but I can‟t write, 
speak or understand English well. I didn‟t study English at school, I spent a lot of time 
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studying English, and this major effort for a very inadequate result caused me stress 
and frustration.  
The decrease in motivation caused by the difficulty of practically applying my studies in 
the library where I work. 
S15 
1) to reconcile my period of study with my job and my family. Study time was “stolen 
time” to people near me, which made me feel a bit guilty, but I also felt it as valuable 
time. 
2) notwithstanding the splendid support from teaching staff, sometimes I felt alone with 
my doubts, my unanswered questions. Finding the way was time-consuming, at times 
frustrating. 
3) to get accustomed to a completely different study method and research methodology 
(which I still value as the best I have learned, because it has become fundamental in my 
daily professional activity, a kind of “facilitator” in project design and implementation, 
for instance). 
We can combine these expressions of difficulty with the data on academic delay and 
also the number of drop-outs among the MAIS students, underscoring the fact that for 
the Italian students the greatest difficulty in the shift to a student-centered approach is 
the management of time, or rather the incapacity to manage time. All the students 
complained of this difficulty or incapacity, even those who completed the MAIS within 
the scheduled time. It would appear that this problem can be correlated to the capacity 
to decide priorities and also to critically synthesize the research to be performed. As 
some students realised, the capacity to make critical syntheses is anything but natural. In 
terms of helping students to overcome this obstacle, distance learning and the 
consequent physical distance of the teacher was undoubtedly a disadvantage.  
S10 
Time management difficulties related to work problems as part-time student, difficulty 
with English language and complexity of contents and methods 
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S5 
The second difficulty was to adhere to the time schedule for the completion of 
assignments, very difficult if you are not used to writing reports for every module. 
S4 
Planning deadlines, doing synthesis 
The main problem seems to be the fact that many students do not appear to have 
understood that it was up to them to ask the teacher for advice, instead of which they 
expected the teacher to stimulate them to act. Others, instead, found themselves 
completely good with this method. 
S1 
Breakdown in communications due to other commitments on my part and on the part of 
the teaching staff which resulted in particular delays. 
S7 
Not particularly, I enjoyed it greatly. For sure at the beginning I had to learn how to 
organise my time, and in this task the MAIS helped a lot. We had a session on time 
management which I found useful, and I had to learn how to prioritise 
A student centered approach is unusual in Italy and a learning outcomes approach to 
education is difficult to apply for both University professors and students. The research 
has evidenced that MAIS students found difficulties in becoming autonomous learners. 
They had problem in self management and time management, setting priorities and 
synthesizing their research findings.  English language as the language of the Masters 
together with distance learning have created further difficulties to autonomous learning.  
6.5 MAIS Learning Outcomes: students’ achievements 
The approach to learning outcomes was influenced by the experience of the 
Northumbria University, and can be safely said to have been undoubtedly oriented 
towards the objective of transforming the students in reflective practitioners. The MAIS 
intended learning objectives were specified in terms of capabilities to be shown at the 
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successful completion of the course and classified as: Knowledge and understanding, 






Fig. 6.6 MAIS Learning Outcomes 
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On successful completion students could be able to (MA/MSc International Information 
Studies. MAIS 2001): 
 
a. Knowledge and understanding 
 demonstrate an understanding of the developing electronic and digital 
context within which the information professional operates, 
 reflect on their own practice, in relation to learner support, both for 
individual learning and for the organisational learning underpinned by 
knowledge management, 
 demonstrate a broad understanding of the changing role of information 
professionals and managers, so that they can become more confident in 
their vital role in the development of the learning society, 
 demonstrate understanding of management issues to enable them to 
contribute to the management of change within organisations 
operating in the information sector, 
 carry out research and evaluate the effectiveness of their design in 
meeting their original aims and objectives, 
 reflect on the role of research in information and library management, in 
improving information products and services. 
b.  Intellectual Skills 
 explore the impact of information and communication technologies on 
information storage and retrieval, and on communication processes, 
 evaluate the potential information and communication technologies have 
for the communication process and for access and use of information, 
 debate the changing role of the information professional 
 reflect upon and expand existing knowledge of the principles of research 
methodologies, 
 analyse and evaluate recent and current research in the field of 
Information and Library Management, 
 discuss and defend their choice of research methodology and techniques, 
 assess the role of research in improving the delivery of information 
products and services, 
c. Practical Skills 
 write a business report, 
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 assess user needs, 
 develop criteria against which to evaluate technology information 
products, 
 plan, implement and evaluate a learning support workshop,  
 compile an extensive literature review, 
 structure a research proposal, 
 plan, design, carry out and evaluate effective research of their own, 
 communicate effectively orally and through the written word 
 give effective presentations. 
 
d.  Transferable/Key Skills 
 apply their knowledge and skills in a work place situation, 
 use communication skills effectively, especially those involved in 
presentation and teamwork, 
 work independently, 
 work effectively in a team, 
 use a range of IT skills effectively, 
 use  an electronic learning environment effectively, 
 reflect on performance, both their own and their organisations. 
 
The learning outcomes model chosen by MAIS is focused on the transformation and 
empowerment of students. The categories of analysis which emerged from the research 
were explicative of different approaches to the learning outcomes model (Fig. 6.7): 
 Tacit versus explicit learning outcomes: this is related to the capability of 
writing learning outcomes which are transparent to all stakeholders; 
 Vocational training versus students empowerment: this is related to the different 
understanding of the educational experience; 
 Practice orientation versus reflective practice: the added value of MAIS has 
been to focus on reflective practice; 
 Learning skills, communication skills, international vision were all competences 
included in the Dublin descriptors level statements and also evidenced by key 
informants: they are all included in MAIS learning outcomes. 
 Employability: this was the learning outcomes which was not achieved well by 
MAIS. 




Fig. 6.7 Categories of analysis of LIS programme learning outcomes 
 
At the University of Parma – where as in other Italian universities the reform has not 
substantially altered a very traditional approach to teaching – the MAIS sought to 
implement the change of focus indicated in the BP from the teacher to the student. The 
MAIS was able to exploit the greater experience of the English component in both the 
design of the curriculum and in the definition of the learning outcomes.  
 
The desired learning outcomes were shared with students in the assessed assignments 
and the feedback has been given by teachers who marked against these learning 
outcomes. To assure quality, student work and feedback was internally moderated and 
examined by external examiners. 
The desired learning outcomes targeted by the MAIS which are listed below, can be 
broken down into the three innovative areas brought into Italian LIS education:  
 research methods,  
 learning role of the libraries,  
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 reflective practice.  
The learning outcomes referring to transferable skills, such as communication, 
presentation skills and group work are also considered innovative for the Italian 
education context. The MAIS learning outcomes model including learning, teaching and 
assessment method are described later in 6.4. 
The questions to students were: 
 
What did you learn from the MAIS? 
To apply principles from this course to new situations. 
 
Acknowledgement of the international and lifelong learning context of learning. 
To reflect and improve (or develop) my own work and my own situation by 
interlinking reflection and action. 
Ability to analyse professional situations, particularly in terms of underlying issues; 
problem solving. 
Ability to empathise with others; to work beyond what is given and to devise 
innovative solutions to problems. 
Ability to collect data and apply research methods to find replies to my own 
questions and participate in decision making. 
6.5.1 Research methods 
Research methods were indicated as the principal feature of the learning of the Master 
students. In general, the MAIS students have achieved the objective relating to the 
application of  research methods (Table. 6.1). 
 
Table 6. 1  MAIS Learning outcomes: Research methods Student’ 
perceptions 
Ability to gather data and apply research methods in relation to finding replies to my 
own questions and participating in decision making   
69% 





  183 
 
6.5.2 Learning role of libraries 
A profound grasp of the role of the libraries and the reason why they are important in 
the Knowledge Society was one of the fundamental themes of the MAIS. Despite this, it 
appears that this particular learning outcome was more difficult to achieve. Fewer 
students acquired an understanding of the learning role of libraries (Table 6.2). 
 
A justification for this may be related to the different context of libraries in Italy where 
they are considered more as heritage assets, linked to the sphere of culture and 
museums. Conflicting values regarding the role of the library hence had an impact on 
the learning of the MAIS students in this sphere. 
 
Table 6.2  MAIS Learning outcomes: Learning role of libraries Student’ 
perceptions 




6.5.3 Reflective practice 
The students perceptions of best results achieved were for reflective expertise (Table 
6.3). Reflective practice represented the core of the course. This aspect involved both 
the didactic methods of the MAIS and the approach to each module of the study plan.  
 
This positive result also indicates the novelty and one of the competitive advantages of 
MAIS in comparison to other Master courses in Italy.  
 
Tab 6. 3  MAIS Learning outcomes Reflective practice Student’s 
perceptions  
To be critical (and self critical)  and self-assess my practice   72% 
MAIS  stimulated my enthusiasm for further learning  69% 
Ability to analyse professional situations, particularly in terms of underlying issues; 
problem solving  
67% 
To reflect and improve (or develop) my own work and my own situation by interlinking 
reflection and action   
67% 
To be engaged in participative problem solving and continuing professional development  61% 
The course developed my confidence to investigate new ideas  58% 
To control time-management techniques and priority-setting  55% 
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6.5.4 Communication skills 
In this paragraph, the research tried to evidence the transformation of cultural behavior 
through the achievement of MAIS learning outcomes. Behavioral changes of students 
were evaluated, including intercultural and personal, brought from MAIS. The questions 
of the interviews to students were: 
 
What personal skills have you brought from MAIS? 
 
I learned to communicate and explore ideas confidently with other people 
 
MAIS  stimulated my enthusiasm for further learning 
 
The course developed my confidence to investigate new ideas 
 
To be engaged in participative problem solving and continuing professional 
development.  
 
Ability to maintain positive working relationships with others; to understand 
intercultural issues. 
 
Ability to discuss complex ideas; to have developed an awareness of audience. 
 
To control time-management techniques and priority-setting. 
 
To be critical (and self critical)  and self evaluating my practice  
 
Nevertheless, what we might call the cultural differences of the Italian MAIS students 
also emerged, in that they revealed difficulties in applying communication skills and 
collaboration skills (Table 6.4). Italian librarians are very isolated. This is partly due to 
the excessive fragmentation of the library system, while it also appears to be partly due 
to the personal characteristics of the students.  
 
 




Table 6.4 MAIS Learning outcomes: Communication skills Student‘perceptions  
Ability to empathise with others; to work beyond what is given and to devise 
innovative solutions to problems  
50% 
Ability to maintain positive working relationships with others; to understand 
intercultural issues  
42% 
Ability to discuss complex ideas; to have developed an awareness of audience 33% 
I learned to communicate and explore ideas confidently with other people  33% 
 
This problem of poor communication skills  is due in particular to the isolation of the 
MAIS students in the workplace. Paradoxically, the competences acquired through the 
MAIS actually increased their isolation at work, generating suspicion and envy on the 
part of their colleagues. One of the key problems highlighted is the need to be able to 
communicate and provide evidence of the research methods applied in the Italian work 
situation. 
6.5.5 Theory versus practice 
An important issue in the debate on the university in Europe is how to fill the gap 
between university teaching and the professional associations (Harvey and Mason 
1995): this gap brings up various perspectives that can be synthesised in the complex 
relation between theory and practice. How can theory be applied to reality? This issue is 
of particular relevance to Italian context, where it represents a barrier to the dialogue 
between academics and professionals. Consequently there are conceptual differences 
that hinder reciprocal understanding at national level. MAIS has brought a new stimulus 
to solve the problem, teaching research methods and reflective practice to students. 
 
The research has demonstrated that for most of the MAIS students it is difficult to play 
the role of an agent of change. As regards the research versus practice issue, the Focus 
Group organised in Parma, brought more clarity on the types of difficulties involved. 
 
S14 (Focus Group Transcript, 2008) had particular difficulty in applying the research 
methods learnt in the MAIS in the workplace. Her experience illustrated that in Italy if 
you attempt to clarify a problem that does not relate strictly to the work of the librarian, 
but also extends to other sectors and that involves research, then you come up against 
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barriers and in the end habit prevails. Where the problems are technical and are specific 
to the profession, for example in cataloguing, theory can be successfully applied, but as 
in the case cited above of copyright, where one has to deal with publishers and with 
legislation, it is very complex. 
 
In her experience, S10 (Focus Group Transcript, 2008) has grasped the importance of 
not being isolated to tackle change successfully. Nevertheless, it proved very difficult 
for her to apply the research methodology in the library sector in which she operates, 
especially when it involves librarian colleagues who are not always ready for change. 
Therefore the application of research methods often becomes an individual event, an 
isolated research exercise with very little impact on the context. 
 
The MAIS was interpreted by students as active learning, development of change and 
transformation. Clearly, in Italy change calls for more time, as confirmed by Sue 
Myburgh in the Focus Group, inasmuch as it is based on practice.  
 
Although, on account of the limitations of the research, the evaluation of the learning 
outcomes has not taken into consideration the personal characteristics of the individual 
students interviewed, we necessarily have to conclude that this factor had a notable 
impact on success in the world of work. This is particularly true in what is undoubtedly 
the difficult context of Italy, where professionalism is not facilitated by an accepted 
social system for the recognition of merit. Nevertheless, for the Italian students in 
general there also appears to have been difficulty in knowing how to communicate and 
successfully take responsibility even within a hierarchical context.  
 
There was negative impact generated by poor comprehension of the context of lifelong 
learning in the Knowledge Society and of the constant change deriving from it: 
effectively this approach is discordant with a prevailing attitude within Italian society 
which sees the libraries instead as elements innately linked to the conservation and 
stability of the cultural heritage.  
 
Among the issues that have been brought to light are:  are the outcomes of low or high 
level?  
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 low-level outcomes are related to the practical ability to perform a certain 
process exploiting a range of tools.  
 high-level outcomes comprise the knowledge of why a procedure is 
implemented, and knowing how to adapt it to new tools and new requirements, 
associated with  capacities such as critical thought and problem-solving. 
 
In other words, are the outcomes student learning outcomes or student research 
outcomes?  
 
The former type of outcome is related to literacy, to basic education, while the latter is 
connected with research, with higher education. The employers seem to look for this 
first type of outcomes. The MAIS as a second level Master degree is decidedly oriented 
towards the second type of outcome. From the point of view of recognition, it is linked 
to the levels of the European Qualification Framework as a high level of professional 
qualification. Hence the MAIS sought to achieve mastery of the ability to distinguish 
between identifying the problem and defining the objective. This, however, appears to 
be in contrast with the priorities and needs as perceived by the employers. 
 
6.6 Conclusion 
The MAIS addressed the education of a librarian designed to be an active agent of 
change, setting out to equip him or her with skills such as reflective practice and the 
ability to apply research methods to his or her own work context. Because learning can 
be seen as a form of personal growth, students were encouraged to utilise self-
management practices in order to reflect on his or her work in the Italian context. For 
that reason, learning was also constructive in the sense that the student were in full 
control of his or her learning.  
 
The MAIS programme has applied the BP learning outcomes model and the analysis 
has been based on a matrix (Fig.6.7) which outlines the goals and objectives for the 
International Masters, how each goal and objective has been met operationally, how 
each goal and objective has been assessed. This matrix has been expanded to include 
numerous indicators and results from other levels of assessment processes (i.e 
graduation rates, retention rates, QAA visit and others).  
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Fig. 6.8 MAIS categories of analysis 
 
 
Despite the achievement of many of the desired learning outcomes, such as capability to 
apply reflective practice and research methodology, it would appear that the MAIS 
students effectively had difficulty in applying what they learned in the workplace. The 
major problem in Italy is in fact employability. The reflective practitioner with an 
international background, does not seem employable in Italy. In this sense we use the 
term reflective practitioner for a professional who has an approach (reflective practice), 
a methodology (research methods), and an in depth knowledge of the role of the 
libraries in society. The national context is moving towards the passive and uncritical 
adoption of documentary procedures and opinions that refer to more advanced 
international contexts. Thus, MAIS learning outcomes focused on change management 
applying research methods could be difficult to apply in the Italian context.  
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The MAIS approach was innovative, but demanded a great deal from the students, who 
were accustomed to a different style of teaching and learning and working. In a student-
centered approach, the personal characteristics of the students acquire greater evidence 
in relation to the results to be achieved. The research has evidenced some personal 
characteristics and cultural behaviour of Italian students which were an obstacle to 
achieving learning outcomes as time management; communication skills, confidence in 
investigating new ideas. 
 
The distance learning method had a negative impact, as did the absence of incentives as 
career advancement and even the obstacles encountered in applying the research 
methods acquired in the workplace. Nevertheless, on the whole the MAIS students 
appreciated the course teaching and in the interviews they showed that they were aware 
of the transformation generated. One of the English MAIS teachers comments: 
The students acquiring the International Master‟s will be in a unique position to 
further the work of library and information systems throughout the world. They 
will also be able to ensure that European standards of service in these areas are 
of the highest, which will be the guarantee of information products they develop 
and provide- 
 
Taking a strictly student-centered approach, learning outcomes refer to the 
achievements of the student. MAIS students have achieved high level of competences 
which were recognised in Europe. However, the design of MAIS learning outcomes had 
not considered enough the Italan labout market characteristics and not facilitated the 
employability of students.  
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Chapter 7. MAIS integration with Bologna Process 
7.1 Introduction 
The MAIS Masters sought to put into practice all the objectives of the BP connected 
with the recognition of qualifications and quality reform. The MAIS has pursued a 
formal process of validation and accreditation. It has used all the tools prescribed by the 
BP, such as ECTS credits, and the learning outcomes model of quality that it sought to 
achieve comply with the indications of the Dublin descriptors and European 
Qualifications Framework. Upon completion of the course, therefore, the MAIS 
students should have had the possibility of marketing the qualification to obtain evident 
benefits, such as a new job or career advancement.  
 
In the majority of cases, however, this did not happen, as the research will demonstrate 
in this Chapter. Thus we have to ask ourselves: which factors complicated or impeded 
this result? How far is the BP orientation shared and applied in the Italian universities? 
And how is the BP quality orientation received and interpreted by the professional 
associations? Finally, to what extent is the LIS labour market truly international for the 
MAIS students?  
 
This Chapter records the results obtained in the research, focusing the integration of the 
MAIS with the BP on the issue of the recognition of the academic qualification.  
 
The first section ―Considerations on the recognition of international courses‖ analyses 
the national factors that hinder the recognition of the international LIS courses. 
 
The second section ―International recognition and the MAIS‖ highlights the factors 
connected with the various working contexts or the personal characteristics of the 
students that proved to be specific obstacles to the recognition of the MAIS 
qualification. 
 
In the final section ―The use of information derived from international recognition‖ the 
obstacles which have been encountered by MAIS have been analysed.  This Chapter 
should be considered in relation to the results illustrated in Chapters 4 and 5 dealing 
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with the outcomes of the research on accreditation and recognition implemented in 
Europe and in Italy. 
7.2 Considerations on the recognition of international courses 
For the manager of the national ERASMUS agency,  IT-GV1 (IT-GV1 Transcript, 
2007) the quality of university education in Italy has undoubtedly improved since the 
reform. The elements of improvement taken into consideration are: the reorganisation of 
the courses in three cycles, the full adoption of the ECTS credits and the application of 
the Diploma Supplement, the enabling of joint courses and quality evaluation as a 
structural element, with a specially appointed Agency at national level. Nevertheless, 
IT-GV1 notes that: 
The quality evaluation procedure in Italy is based on minimum requirements and 
is purely quantitative; this diverges from the European network of the ENQA 
agency, and new methods are being drafted to conform to the European 
orientation. The new procedures must have a focus on outcomes, as well as which 
the evaluation centres of the universities must use their own assessment 
indicators.” 
At least at this stage of the BP, the international joint courses cannot count on 
international recognition agencies, but have to follow the various national rules. The 
higher education reform in Italy has introduced a distinction between two types of 
university courses: those recognised at national level because they comply with the 
required validation procedure based on the Ministerial subject list, and the courses 
offered by the single university, within the scope of its own autonomy, on the free 
market of education and training. The university master degrees, which are scheduled in 
the reform law, belong to the second group, and as such do not follow the national 
validation process. In this way the reform has, paradoxically, created difficulties in the 
recognition even of academic qualifications awarded in Italy. The MAIS students, in 
particular, encountered the problem of the non-recognition of the Masters as a 
postgraduate academic qualification. 
 
Also, the professional level required of librarians in Italy is generic and hence inferior to 
that requested, for example, in Great Britain. As a result of this situation, as we shall 
see, the second-level of the MAIS Masters was generally considered to be too high a 
qualification for the responsibilities entrusted to MAIS students.  
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7.2.1 MAIS Employability  
The focus of the learning outcomes of the Masters was on the electronic and digital 
environment and the changes in libraries, and this ought to be very relevant and 
important for the majority of libraries at present. Despite this, it appears that these 
learning outcomes were not appreciated by the employers of the MAIS students. This 
indicator is that in which the MAIS scored the lowest rating in the assessment of the 
students and their employers. 
 
In the university libraries, the employers of the MAIS students appear to approve the 
contents of the course, but with certain reservations. These are connected with the fact 
that the need is felt for basic organisational skills prior to the need to be able to address 
the changes generated by the new digital environment. The need for basic training in 




The educational objectives of the Master co-ordinated by yourselves appear to 
me to be more than satisfactory; at most, that is to put the icing on the cake, you 
could perhaps add something related to skills in evaluating the acquisition of the 
electronic resources, with the related costs/benefits, which is as you know a hot 
issue in our universities.  
 
E3 




The level is too high in relation to the organisational structure of the university. 
The problem is that of the lack of a basic training. We have to run courses for 
everyone, not just for a few, and so the priority is to seek to bridge the gaps. We 
could invest something in individual modules of the MAIS, but not the whole 
course, which is too demanding.  
 
Considering the scant acknowledgement of the MAIS learning outcomes, we asked 
these employers what they saw as priorities in this type of education. The suggestions 
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for improvement of the MAIS as emerging from the feedback from the university work 
environment are grouped in categories below. 
7.2.1.1. Adaptation to own context 
The crux of the problem that emerged here was the fact that the employers felt that the 
MAIS students ought to have been able to adapt the skills learned to their own working 
context. Effectively this aspect ought to be found in both reflective practice and in the 
research methods, in which the MAIS students actually claimed the highest levels of 
achievement. Despite this, the impression of the employers appears to conflict with the 
students‘ own estimate of the skills attained. A few possible explications of this 
situation are listed below: 
 from the point of view of the employers, this could be interpreted as fear of an 
international content being uncritically imposed on a very different national 
context; 
 from the point of view of the students, it can be seen as the difficulty of 
becoming active agents of change in a hierarchical and structured context; 
 nevertheless, from the point of view of the employers, this adaptation could be 
understood not as seeking to activate change, but on the contrary, as adapting to 
the existing situation, and it seems likely that the MAIS students too interpreted 
this as what was expected of them. 
 
E3 
In general, I feel that since the change has to be made in our context, there is a 
lack of attention to a knowledge of that context itself. 
Moreover, where the staff are to be assigned to more managerial roles, the 
management skills prove to be inadequate.  
 
7.2.1.2 Professional methods and tools 
Apropos educational requirements the employers‘ focus primarily on practical skills, 
which are actually included in the MAIS modules at a higher level. Here two types of 
communication difficulty need to be stressed: the first relates to the language used by 
the MAIS to communicate the learning outcomes, and the second concerns a different 
approach to the learning outcomes on the part of the teachers and the employers. The 
difficulties are in effect two sides of the same coin: a univocal definition of the learning 
outcomes. Moreover, in the case of Italy there is also the problem of a failure to 
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understand the Master levels of qualification, partly due to the lack of professional 
positions at an intermediate level between the workers and the central service managers. 
The following replies demonstrate this communication gap, where the employers ask 
for competences included in MAIS, but at a lower level. 
 
E4 
Statistical skills are called for, which are possibly comprised in the module on 
research methods. Project management competences are also required since 
projects frequently need to be developed, where the funds are available. But the 
strategy is lacking. 
 
E1 
In terms of the organisation of library work, two areas that are lacking in Italy 
need to be developed:  
 problem solving in reorganising the library services 
 organisational charts and staff structures in the hybrid library 
In short, it would be useful to teach the students skills related to personnel 
reorganisation, so as to stimulate growth among the staff, reshuffling, and above 
all knowing how to delegate. 
 
One of the employers interviewed was able to grasp the methodological aspects of the 




The MAIS course is a type of study that provides a method. The educational 
objectives are influenced by the model of the English-speaking countries, that we 
are all expected to take inspiration from. But the fact is that our reality is 
different, and the need for scientific method and the need to take inspiration from 
research criteria is not felt. This scientific approach can sometimes cause 
problems for those who attempt to apply it: in the first place, it‟s not called for, 
and then it is considered too ideological, too theoretical. 
 
In the public libraries, the MAIS approach is considered decidedly too advanced:  
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E6 
In effect, a course such as the MAIS, focused on the need for change, is a 
theoretical model that is too advanced. 
 
So what are the educational requirements that are considered necessary for the public 
libraries? Experimentation is preferred to a methodological approach. 
 
E6 
Participation in the life of the community, via an analysis of needs implemented 
through an intuitive rather than an academic approach. 
 
And when the MAIS students are themselves employers? The situation of the working 
context appears to set major obstacles to those who want to implement change.  
 
E7 
I feel that it‟s all connected with the layout designed for the university by the Vice 
Chancellor, who has been at the helm for years. There‟s a process of 
reorganisation that ought to redistribute responsibilities and the respective 
allowances in course since 2002 (unless I‟m mistaken, maybe even earlier), 
which seems to be never-ending. Anyway, what‟s already become clear is that we 
can say goodbye to any arrears and that, following the various economic 
manoeuvres, any allowance will be little more than symbolic. 
Our Vice Chancellor has kept all the EPs (Top Professionals) on minimum salary 
while awaiting the “reorganisation”, so that, with the management of around 
800,000 Euro a year, 18 members of staff (many part time), 4 persons from a co-
operative and around 40 student collaborators for 150 hours, with ultra-complex 
processes under way (first and foremost automation, but also others) my salary is 
around 1,850 Euro (some people say there‟s even the possibility that it will be 
reduced, since new EP positions have been created and the resources are the 
same, or even lower).   
 
But is it really true that the employers are not aware of the skills acquired by the 
librarians working for them? The feedback from the employers can be broken down into 
three types of response: 
 I don‘t know, the librarians aren‘t directly answerable to me;  
  197 
 Yes, their professional skills have undoubtedly been enhanced; 
 No, I see no evidence of improvement due to the course.  
 
The first ―don‘t know‖ reply highlights the organisational situation that prevails in 
library work, with a decentralisation of the management of the human resources and a 
central co-ordination limited to the acquisition of the collections. This response also 
indicates the weakness of the library system managers, who have little decision-making 
autonomy, having to share the organisational choices with other figures.  
 
The second response ―yes, enhancement has been noted‖ led directly to another 
question: ―Why then has there not been formal recognition of this?‖ The answer to this 
second question brought to light two types of problems:  
 first problem is related to the organisational context, which blocks the manager who 
would like to reward and valorise the employee;  
 second problem, which nevertheless calls up the need for further reflection, is that 
there appears to be a problem of communication between managers and employees.  
 
Undoubtedly, even the acknowledgement of esteem can encourage the employee, aside 
from any formal assignment or increase in salary. The table below compares the 
comments of the MAIS students and their employees:  
 
Table 7.1 Compared comments of MAIS students and their employers  
Comments of some of the MAIS students Comments from their employers 
Colleagues and management don‟t really 
understand or pretend not to understand, but 
my job has actually improved. This is 
personally very satisfying to me, because I feel 
I make a better contribution. 
 
..I observed greater confidence in tackling even the 
more complex problems, and a greater readiness to 
address the challenges that I continually face her 
with. 
 
I have not had any recognition; either in 
economic terms or those of career 
advancement…This is almost like a form of 
mobbing, of rejection.  
 
 
..she undoubtedly has natural gifts of great 
intelligence and targeted skills that have been 
enhanced by the MAIS studies…  
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The third type of reply ―no evidence of improvement‖ could indicate a series of 
underlying problems, such as: 
 the objective difficulty of correlating the achievement of learning outcomes to 
participation in the MAIS, which was discerned in the replies of many of the 
employers;  
 the tendency, unfortunately very widespread in Italy, to consider university 
education as useless; 
 feeling of envy for university education on the part of employers who do not 
themselves have any specialist academic qualification.  
7.3 International recognition and the MAIS  
The MAIS course has a dual value, since it is both an Italian and an international 
qualification. As a joint course run by the University of Parma and the University of 
Northumbria, it is recognised in both countries. Moreover the MAIS has been 
accredited by CILIP, the English professional association, which has a co-operation 
agreement with the other countries that are accredited by professional agencies for an 
automatic recognition of the qualification. The value of the qualification, and its 
recognition, is therefore very important at international level. Although the initial phase 
of the agreement between the partners was laborious, seeking to implement the best 
practices for the achievement of the Bologna objectives, the problems of non-
recognition were not completely resolved. The problems encountered for the 
recognition of the qualification obtained at the end of the MAIS are restricted to the 
Italian students, and do not affect the students going to work abroad (10% of the 3 
intakes), who had no difficulty obtaining recognition of the qualification awarded. 
 
The value of the MAIS has instead not had its due recognition in Italy. Below we 
describe the problems encountered in Italy in relation to the individual employment 
scenarios in which the MAIS students found themselves working. 
7.3.1 Work environment scenarios  
The difficulties encountered by the Italian students were not unforeseen even by the 
organisers of the course. To illustrate the obstacle, the researcher has selected three 
students, with different work environment scenarios. They were selected for an in depth 
interview, which was trying to understand the difficulties they have encountered. 
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7.3.1.1 Case 1 New professional  
S16 was one of the youngest and most motivated students on the MAIS. After having 
attempted without success to find a job in a library for four years, she eventually found 
a job in another sector. The MAIS was not evaluated for the purposes of a new job. The 
reason for the non-recognition of the MAIS was connected with the limitations posed by 
existing legislation, which does not demand postgraduate training for entering the 
profession, but even more to the lack of transparency of the selection criteria decided by 
the Competition Boards for passing the examination needed to enter into a work place.  
 
To the question: Why did you make this decision of changing work sector? Was due to 




YES, ABSOLUTELY! DEPRESSING, DEMOTIVATING, THIS WAS MY 
EXPERIENCE: 
 
-Internship at a Public Library and then cataloguing remunerated from a 
private Fondation (paid directly by private budget). Me and two friends of 
mine… all three graduates with final thesis in library science, and me with 
our Master too… so what do they say in the library???  
Well, yes you are needed but the City Council doesn‟t hold job 
competitions… Result: 
new people kept arriving from the registry, from the cemetery office… 
people with no skills put on the information desk and … trainees with no 
qualification set to catalogue sixteenth-century books... 
And us?? Sent home.......... 
 
– A University Library (under the umbrella of the Ministry of University) 
same story... 
Suffice it to say that there are people working there that don‟t know what a 
catalogue is, that talk about “old books, that should be thrown away”, 
referring to incunabula… that don‟t know how to use a PC!!! But there too, 
all the competitions are internal.... 
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– Library of the Faculty of Literature and Library of the Faculty of 
Economics...I worked there as cataloguer, on the information desk, and as a 
trainer of cataloguers …always temporary contracts ...It was a depressing 
environment, to the extent that I couldn‟t find it in me to enter the 
competition...Most of the staff just try to do as little as possible, the 
information desk doesn‟t exist, etc...Really depressing…. I did try to change 
things, but…. Suffice it to say that after 1 month my colleagues forced me to 
take my coffee break like the rest (I hadn‟t been doing this, first because I 
don‟t drink coffee and second because I liked working and didn‟t feel the 
need for a break…) because someone had said that I was the only one doing 
any work in there. Then, I did try to introduce new ideas, but I was told that 
the objective was to do as little as possible, not to create problems…. 
-     University teaching was wonderful, but…the first year I had a contract 
and money, the second only money, the third and fourth nothing… 
  
AND THEN, THE TRUTH IS THAT I TOO CHANGED…. I wanted to live 
more serenely, to work but also to have free time… I think it‟s normal …. 
 
Trying to understand the choice of other job sector, the researcher asked: Do you have 
better career prospects in other sectors?  
Well not exactly career, but in other sectors (cultural foundation, maritime 
agency, newspaper editorial office) you usually get a salary for your work, 
you have hours, leave, paid holidays etc.… 
In the university none of this exists!! In the library yes, if you manage to get 
in, but in the library they recruit people with middle-school or at most 
secondary-school leaving certificates… and, more important, people who 
know nothing and have no ideas, so that they don‟t make trouble … 
TO SUMMARISE …I‟d like to work in a library and even more in a 
university but… only if they were to offer human working conditions!! 
That is: 
working hours and wages 
recognition of qualifications 
space for ideas and innovation  
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Do you see what I‟m saying?? They should be desperate to have competent 
people, instead of which …they say you‟re overqualified (= we have to pay 
you, you have ideas, you would rock the boat …)  
 
7.3.1.2 Case 2: Changing a job 
The case of S17 is particularly telling. S17 has changed jobs various times, seeking to 
attain a better work situation thanks to the skills acquired through the Master. She has 
moved from public bodies to private organisations and recently back to public 
institutions again. She demonstrates that the professional system is very rigid, and it‘s 
hard to pass from one job to another and from the public to the private sector. Each time 
you have to start your career from scratch, without the chance of having the skills 
acquired recognised.  
 
First, she worked in a software house selling an LMS. This gave her the chance to hold 
courses in the use of the software for libraries, so that she became familiar with the 
situation of Italian libraries. Although officially her assignment was limited to technical 
training in how to use the software, in practice she also always had to train in the 
library-related content too, in response to the knowledge gaps revealed by the librarians 
taking part in the courses. During these courses, the librarians recognised her 
professional competences, and continued to collaborate with her for the application of 
the software in their activities. However, the software house did not acknowledge this 
role as teacher or accept her suggestions on how to improve the organisation of the 
tutorials and customer relations, relegating her to a low status role. For this reason, soon 
after finishing the Master, she decided to look for another job. 
 
She joined an Italian University Consortium, supporting the activities of the Consortium 
for library automation. While this role was perfectly adapted to her competences, as 
system librarian she had very limited responsibility, having to answer to two decisional 
levels above her in the hierarchy. Unfortunately, these decision-makers were unable to 
recognise her advanced competences. Subsequently the Consortium announced a 
vacancy at a higher level for exactly the job she had actually been doing, albeit on a 
temporary basis. The situation came to the crunch when she demanded the position, but 
the administration decided against her. Another person was selected for the job, who 
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had no academic qualifications, such as a Master, and with less experience. In addition, 
she had no support from anyone in the institution, including the trade unions.  
After this, she started to look for a new job, applying for various positions in university 
libraries, even at beginner level, and also participating in the competitions for teaching 
posts in schools. This was a very distressing situation, and she found herself competing 
against much younger people just starting work, with less knowledge than she had, and 
no experience. 
 
She then got a temporary job in a University, at an unqualified rather than professional 
level. The library Director assigned her this low-level position without considering her 
competences. Recently she has found a job at another University, at the same low level 
but not temporary, to which she is now moving. Her situation will not change very 
much, except that this is a permanent and hence more secure position.  
 
This case brings several issues to the fore. The candidate was able to move from one job 
to another, but only by starting again at the bottom of the career ladder, and without any 
recognition of the Masters. In none of the positions she filled were her capacities 
exploited by the employers, who simply wanted her to stay in her place. Even though 
S17 has chosen to leave the private sector to work in the public sector that offers greater 
job security, she nevertheless claims that the private sector is much better than the 
public.  
 
What appears strange is that while many libraries are outsourcing their services, the 
relations between public and private continue to be distant. The disadvantages that can 
be highlighted are that the public institutions consider that the private firms are focused 
on profit, while the private firms are not stimulated to invest in libraries, in view of the 
economic uncertainty of the sector.  
 
7.3.1.3 Case 3: Career  progression 
Despite the situation described, a minority of the MAIS students did actually achieve 
career advancement, while remaining in the jobs they had on completion of the MAIS, 
as a result of recognition of the qualification obtained. This was evidenced by the 
CENSIS customer satisfaction survey, which indicated that 26% of the students have 
had progression in career. This was the case in fortunate situations, such as that of the 
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Lombardy Regional Authority, or also in the situations described above, as a result both 
of the professional competences acquired and the personal characteristics of the 




At the time of the internal competition –which I then won – my MAIS was assessed 
as  postgraduate training under the heading “cultural and professional 
qualifications”. The competition rules scheduled a maximum of 4 points for such 
qualifications, in practice the same as a first degree. In my opinion the value 
assigned to the Master for assessment purposes, in line with the rules for vertical 
advancement in force since 2006 (I know that it has since been amended, but not 
whether the amendments have been definitively approved) is fairly appropriate. 
What‟s not right, instead, is the weight attributed to the heading “cultural and 
professional qualifications” in which academic qualifications and publications are 
included: the maximum score that can be achieved is 11 points. The weight of other 
categories unrelated to the acquisition of certified professional competences is 
much higher: for example length of service is attributed 4 points (the same as 
having obtained the MAIS!) and a generic certification of quality (in practice 
attributed to all employees) no less than 9 points. 
The arrangement seems to me to be inspired by the usual levelling-out concept that 
fails to valorise the professional competences and the capacities acquired, which 
instead ought to have a decisive weight in the attribution of co-ordination roles: 
nevertheless in my experience I have to say that the difference of the 11 points 
(MAIS + degree + publications) in the end had a decisive impact in the composition 
of the ranking. I believe that the Master was a decisive factor in the competition: 
without the Master I would not even have had any publications to my name, nor 
would I have had the chance to talk at seminars or to hold training courses (all 
elements that I was able to include in the application and which yielded a number of 
points). Undoubtedly my written test would also have been less brilliant. In effect, it 
is very easy to notch up “basic” points, through length of service, certificates of 
merit etc. , it‟s sufficient to have worked and not made any serious errors. Hence in 
this section, almost all the candidates end up in more or less the same position: in 
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the end it‟s the professional contents that make the difference, obviously as long as 
the competitions are not manipulated... 
 
This experience leads us to reflect on the importance of personal characteristics in 
success, even in situations that are objectively difficult. 
 
The first consequence of the difficulty of finding a suitable job is the tendency to remain 
where one is, or – as in the case of some of the best and most motivated of the MAIS 
students – to move out of the library sector altogether. 
 
S10   
At present I am developing overall multitasking, new work methods and reflective 
learning. In the future I would like to change my workplace so as to be able to apply 
my new abilities and skills 
 
S7 
It did not have a direct impact, but it helped me to choose a different working 
environment, and a different professional role. When I started the MAIS I was a 
librarian working mainly in public libraries, now I work as information manager in 
a private company. 
 
In terms of career advancement too, the MAIS did not prove generally useful. 
Following the ESG Guidelines of the BP, employability was included among the 
learning outcomes of the course. More specifically, this outcome was indicated as a new 
job, or as an improvement or promotion in the previous work situation of the MAIS 
student. The question to students was: 
 




Recruitment in new workplace 
 
Most of the MAIS students did not attain any promotion: 
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S15 
Colleagues and management don‟t really understand or pretend not to understand, 
but my job has actually improved. This is personally very satisfying to me, because I 
feel I make a better contribution. 
 
S18 
I have not had any recognition, either in economic terms or those of career 
advancement. Nor have I had any increase in responsibilities from the University 
Library System, which I would like to have had, even without extra salary. This is 
almost like a form of mobbing, of rejection.  
 
S19 
Leaving aside the stimulus and the personal satisfaction, unfortunately the impact 
on my career has been nil. I would note that elsewhere (e.g. Brazil) when you obtain 
a postgraduate qualification there is an automatic increase in salary. In the Italian 
universities, or at least the one I work in, nothing at all happens.  
 
Some of the MAIS students have experienced career advancement, albeit not linked to 
the completion of the Master: 
 
S4 
No, since the Master is rated very low in the evaluation of my career, and even if I 
am in second place in the ranking of the librarians, this makes no difference since 
all the people on the list have achieved the same level and position. 
 
S12 
I have actually had a career advancement, which possibly did not depend on my 
attendance at the Master; anyhow, the Master helped me relate more empathetically 
to colleagues, to see things from different viewpoints, share ideas and projects 
 
One of the consequences of this low-level professional placement is the under-
utilisation of the MAIS students, who are not entrusted with the greater responsibilities 
that they would be capable of addressing with the skills acquired.  
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S4 
What I learned is difficult to apply, as the level generally requested here is much 
lower than that which I have achieved with the Master 
 
S18  
It is possible to apply the principles only partially, in the restricted area of your 
competence. Our context has a different organisation, with different levels of 
responsibility, and obstacles to communicating between them. 
 
The MAIS students that have communication problems and isolate themselves are 
undoubtedly penalised: 
S4 
I am reflective and able to analyse the impact of different solutions. But this is 
something that the Library administration is not interested in.  
 
In the discussion with some of the students during a follow up interview, it was 
evidenced that the capability of adapting to complex context should have been done 
better in MAIS and more time should have been dedicated to the reflective practitioner, 
even in the most difficult working situations.  
S9 
So, so (In my opinion it depends mainly on the “atmosphere” of the workplace). No 
(but I think that this is largely due to personal reasons and the fact that the training 
on this competency was too short… these things are a natural gift or… simply take 
time and a lot of practice!) 
 
Above all, the professional sphere should not be restricted to the library ambit. One of 
the questions posed by the research was: Can we say that the profession is international?  
 
The evidence appears to demonstrate that in Italy the profession is not international. As 
a result of this situation, only the MAIS students who chose to work abroad benefited 
from the due recognition of the qualification obtained. Those students choosing to look 
for a job abroad or continuing education in European LIS schools had full recognition 
of the MAIS Masters credits. 
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S8 
The MAIS qualification can be useful for an international application 
 
S14 
I realised that I had no career prospects in the library where I worked. Even my 
manager could not help me, but could only compliment me and send me to 
conferences as a consolation prize. I decided to take part in the competition for the 
European Commission, and here during the selection for a post I found that one 
member of the selection board had also done the master at Northumbria. 
 
Nevertheless, many of the MAIS students have been able to demonstrate the 
professionalism attained by taking an active part in the national and international 
debate.  
 
What can we say is the true added value of an international course such as the MAIS? 
Undoubtedly an opening-up to the international professional scene, which the MAIS 
students are qualified to enter as recognised valued professionals. For some students, 
the MAIS stimulated participation in national conferences and the publication of articles 
in Italian journals. For all the MAIS students the Master opened up the national 
boundaries with the possibility of making fruitful contacts with professionals in other 
countries. Many MAIS students have launched important international collaborations: 
S5 
No direct impact, but greater visibility as a professional outside the workplace and 
collaborations for other projects in education, training and publishing 
S18 
Yes, I was able to communicate even with experts at international level, such as 
Paul Kantor, Carol Gordon, Rod Stodd 
 
7.4 Conclusion  
The case of the MAIS has shown that a quality, accredited course is not generally 
recognized in the Italian labour market. The research has highlighted the fact that the 
focus of the BP in Italy is limited to the structure of the courses, and the successes 
achieved so far have been largely restricted to administrative aspects, but have left 
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unchanged – if not actually made worse – the quality of university education and the 
recognition of the academic qualifications.  
 
The application of the BP in Italy has failed to involve important stakeholders, such as 
employers and the professional associations. Nevertheless, all the stakeholders engaged 
in training and in the profession have to be involved (see Chapter 5). 
 
This raises questions about the major emphasis that the Ministry for the University 
gives to the employability of the qualification. The labour market in Italy is changing, 
thanks to the enhanced autonomy of the institutions and the Regional Authorities in 
recruitment and the criteria for career advancement. We also have to observe that the 
situation is better in the private than in the public sector, which is currently dominated 
by a lack of transparency in the criteria for recruitment and promotion. However, what 
the two working ambits share, at least in the experience of the MAIS students, is the 
non-recognition of the advanced competences acquired through the Masters. This 
anomaly renders the potential relationship between the university and the world of work 
controversial.  
 
The problem in Italy appears to be that the world of work demands a professional level 
that is lower than the academic. Nevertheless, it seems that these qualities are not 
understood by the employers, who often do not have these skills or a LIS academic 
background themselves. Finally, apropos recognition of the role of the professional 
associations appears to be weak. There is instead a major trend, driven by professional 
associations, towards certifying the professionalism acquired in daily practice as 
opposed to the recognition of academic qualifications. The professional associations are 
contributing in this way to lowering the level of the professionals.  
 
Undoubtedly MAIS stimulated students to an opening-up to the international 
professional scene. For some students, the MAIS stimulated participation in national 
conferences and the publication of articles in Italian journals. What sort of profession 
can we map out for the Italian librarian? A profession based solely on everyday practice 
(vocational)? Or an academic profession (the reflective practitioner)? Or even no 
profession at all?  
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Chapter 8. Conclusions  
8.1 What is the quality of an international curriculum? 
The researcher has embraced the concept of education quality as transformation. This 
approach recognizes quality of education in empowering students with the knowledge 
and capabilities of reflecting and becoming agent of change in their workplace. This 
approach to quality is student centered and learning outcomes based.  
 
To find out what could be the possible impact in Italy of an international curriculum, 
with an advanced application of the BP learning outcomes model, the research project 
has considered the case study of the International Masters in Information Studies 
(MAIS) which is a joint international course between the Universities of Northumbria 
and Parma. An international course has value added: MAIS programme has a student-
centered approach and an international dimension. The analysis of findings has 
considered MAIS competitive attractiveness in the context of LIS education in Italy: 
 MAIS curriculum content; 
 MAIS learning and teaching; 
 MAIS learning outcomes; 
 MAIS integration with the BP. 
 
MAIS is an accredited programme: it has been accredited by the QAA and by the CILIP 
in UK, but it was not accredited in Italy, where there was  only the validation of the 
Masters course. It has been based on the library paradigm for the inclusive society 
(following the ―information management approach‖), is innovative in curriculum 
content, learning and teaching and is designed to achieve defined learning outcomes. 
How have these qualities of MAIS been evaluated by different stakeholders in Italy?  
Quality is a subjective value and different stakeholders have evaluated MAIS 
differently. Except for the students perceptions, the stakeholders evaluation has not 
considered the MAIS approach to the learning outcomes model. As a results of the 
different values of the stakeholders, MAIS students have rarely obtained the recognition 
of their qualification. This result confirms Harvey opinion that the present focus of 
quality assurance is on accountability and input measurements (Harvey 1995).  
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MAIS has contributed to an effective transformation of the student learning experience, 
but students have met obstacles to put in practice the knowledge and capabilities they 
have achieved.  The complexities of the education process must be borne in mind in 
applying the learning outcomes model, trying to solve many of the ambiguities still 
present in the interpretation of the BP learning outcomes model.  Education has a range 
of direct and indirect effects on individuals and society at large that could be measured.  
The influences on learning outcomes are potentially vast and include many factors 
outside the education system.  The specification of this contextual framework, i.e. 
determining the domains of the fieldwork of evaluation, involves deciding which types 
or categories of outcomes to measure, as well as which categories of influences on 
outcomes the quality indicators framework should cover. Some of these may also be 
factors on which the intervention of LIS programme has neither direct nor reasonable 
influence.   
 
For example, in the Italian context, some factors were outside the MAIS learning and 
teaching process but have had an impact on outcomes, such as work environment 
hierarchical organization and constraints, low qualifications requirements, professional 
association strategy, etc. Also, MAIS student personal characteristics had an impact on 
active participation and responsibility in the learning process and must not be 
underestimated. 
 
The major problem in Italy seems to be the outcomes related to ―employability‖. The 
reflective practitioner with an international background, does not seem to be employable 
as employers want people with a low level qualification. The risk is that the traditional 
weaknesses of university education in LIS remain after BP, aggravated by the 
imposition of a structure of three levels adapted to a profession that is more articulated 
elsewhere in Europe than it is in Italy. 
8.2 Lessons learned 
The drawbacks in reaching the BP‘s objectives in LIS education in Italy, which have 
been evidenced in the research of the MAIS case study, can be grouped into the four 
level of the learning outcomes approach, indicated by Adam (2004): international, 
national, local, programme level. 
8.2.1 Whither international quality assurance of LIS education? 
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The BP has put the quality enhancement of the European Higher Education Area as its 
main aim. Trying to adapt to European differences, the BP approach for quality 
developments focuses on the learning outcomes which model should guide the 
internationalisation of quality reform. To achieve the objectives of the BP, the LIS 
community needs to agree on a conceptual quality model and adopt the BP common 
tools. For the definition of curriculum in Europe, the EUCLID project European 
Curriculum Reflections started the debate which has been continued by the researcher, 
investigating the opinions of many key informants. From these discussions, a LIS 
learning outcomes quality model has been descibed in Fig. 4.1. (Chapter 4) and seems 
to have the following characteristics: 
 the content of the programme could be related to a new activist role in Society, 
with careful design of learning outcomes considering the core knowledge, the 
innovation and the adaptation  to the local context; 
 learning and teaching should be linked to research: the research done by 
teachers, the research done by students, the learning of research methods by 
students; 
 learning outcomes should involve the transformation of students and they should 
achieve: an international view, capability for critical thinking, self-management, 
professional overview and so forth, as well as familiarity with the body of 
knowledge of the discipline and an understanding of the social role of the 
profession;  
 employability is the most discussed objective: it is the aim of successful 
students, but related to local constraints, often in contrast with 
internationalisation. Is there a possible gap between higher education and 
society? 
 
However, there are many obstacles to achieving the BP objectives for LIS education. 
The main problem evidenced by the research is that the internationalisation of quality in 
LIS education lends itself to various interpretations and values (see Chapter 4), with 
different library paradigms applied by LIS institutions.  The need to adapt to these 
different contexts has been the reason why the first efforts in the past to create a LIS 
common curriculum were abandoned. 
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The absence of a dialogue amongst the stakeholders in LIS education is exacerbated by 
the different purposes each stakeholder has for evaluation. The Governments which are 
leading the quality assurance process apply quantitative and generic indicators, not 
specifically indicated for the LIS sector. It has to be evidenced that the evaluation of 
quality is not generally student centered and outcomes based. 
 
Innovation is another issue for building zones of mutual trust in the Bologna Area. 
While many LIS stakeholders focus on the core of the curriculum, or the conservative 
elements in a curriculum, the BP stress on the need for relevance of curricula and their 
continuous updating, considering innovation and adaptation to different circumstances 
as more important than the core. Change is now part of the profession. 
8.2.2 National level 
Could the BP learning outcomes approach stimulate the quality enhancement of LIS 
education in Italy?  
 
The research has highlighted the fact that the focus of the BP in Italy has been 
concentrated on the three level structure of the courses, and the successes achieved so 
far have been largely restricted to quantitative aspects, and have left unchanged – if not 
actually made worse – the quality of university training and the recognition of the 
academic qualifications. 
 
In Italy there is no accreditation of LIS programmes, but only a validation, based on a 
Ministerial list of disciplines. This list is based on the discipline taught and not on the 
learning outcomes model of quality based on a student-centered approach. Ministerial 
agencies for quality control are driving the programmes evaluation but they follow the 
aim of employability persisting in using quantitative measures for input and not 
qualitative ones. The absence of accreditation of LIS courses and the lack of application 
of all the elements of the learning outcomes model must therefore be considered as an 
obstacle to be removed in order to improve the BP procedure of internationalisation. 
 
The quality reform should have adopted all the tools and principles of BP approach to 
quality and recognition, and not be limited to some of these elements. The application 
of the BP in Italy has failed to involve important stakeholders, such as employers and 
the professional associations (see Chapter 5).  
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Knowledge does not have geographical borders but the functions attributed to libraries 
as the research has shown, are different. The LIS labour market in Italy, for a series of 
reasons, seeks unqualified professionals.  This  seems to happen more in the public than 
in the private sector.  The tendency towards an increase in the number of positions in 
the private sector could be considered positive from this point of view.  Besides the 
labour market is static, and not only it is difficult to find a first job but also to gain 
recognition for previously acquired competences and progressive knowledge in internal 
mobility.   
 
What is the role of national and international Library Associations for LIS quality? 
What sort of profession can we map out for the Italian librarian? A profession based 
solely on everyday practice (vocational)? Or even no profession at all? An important 
issue in the debate on the university in Italy is how to fill the gap between university 
teaching and the professional associations: this gap comprises up various perspectives 
that can be synthesised into a complex relationship between theory and practice with an 
understanding of the reflective practitioner approach.  
 
The Italian professional associations follow the objective of gaining major visibility for 
the profession but considers certification an alternative to the recognition of the specific 
academic qualification and members do not understand the academic profile of the 
profession. Until now, the professional associations have not been involved in the BP 
and internationalisation of the profession is at its beginning. 
 
The national context is moving towards the passive and uncritical adoption of library 
procedures and opinions that refer to more advanced international contexts. However, a 
learning outcomes quality model can be difficult to apply in the Italian context.  
8.2.3 University level 
Could the BP learning outcomes approach stimulate the quality enhancement of LIS 
education in Italy? The BP learning outcomes model is a challenge for LIS education in 
Italy as it stimulates a new qualitative evaluation of learning. The present application of 
the higher education reform in LIS seems superficial and conservative, not related to the 
international requirements of quality in learning and teaching and imposing obstacles to 
the recognition of qualifications throughout Europe (see Chapter 5).  
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IT-P4 (IT-P4 Transcript 2008) claimed that we need to have a professional model of 
reference, in a career split into the three levels of the course structure. For IT-P2 (IT-P2 
Transcript 2008) and IT-P1 (IT-P1 Transcript 2008), the aggregation with colleagues 
from other countries could contribute to strengthen professional identity, with the added 
advantage of being able to show what is taught in Europe and compare it with what is 
taught in Italy (see Chapter 5). Here the role of EUCLID is important, but this 
association of European teachers is not very well known in Italy, as evidenced in the 
interviews with Italian teachers.  
 
The academic LIS community in Italy seems to be divided, with some teachers trying to 
import an international dimension into the curriculum, but lacking a quality model or a 
closer relationship with European LIS teachers association.  
 
An other issue is related to the changing role of universities. Two approaches to quality 
of higher education co-exist, the first being more economic driven, tied to the rules of 
the open market and the second a cooperative approach, which is based on exchange 
and advantages which derive from collaboration. Harmonizing both approaches is 
particularly complex.  The debate in progress on the transformation of the universities 
highlights two approaches, which appear in Italy to be in potential conflict:  
 a teaching/learning approach oriented to professional training (vocational): this 
is consistent with the general perspective of the BP regarding the employability 
of the academic qualification in the labour market;  
 a teaching/learning approach oriented to the transformation of the students, 
measured in terms of the knowledge, skills and aptitudes acquired upon 
completion of the course (Harvey 2002). In this case the focus is on learning 
outcomes such as critical spirit, reflective practice etc.  
 
The quality of learning is one of the components of this difficult equilibrium: centres of 
excellence which have the best infrastructures and teachers at their disposal are pursued 
or on the other hand minimum requisites are established to encourage  everyone to try to 
reach them.  
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Should LIS schools have different specialisations and attract students owing to their 
quality? However, the standardization of the Italian Ministerial list of subjects leads to 
uniformity and conservation of the traditional approach. The LIS educational offering, 
through the mandatory list of subjects, is mainly linked to recruitment of university 
professors, and is aimed exclusively at a certain type of conservation library, but does 
not take into consideration the different exigencies of the different user needs in 
different kind of libraries.  
 
8.2.4 Programme level 
Could the LIS education quality be measured with a set of European quality indicators? 
Could a learning outcomes model in LIS, illustrating what is taught in Europe, stimulate 
innovation in content design and learning strategies in Italy? The research has 
investigated the MAIS programme. The values and criteria of the MAIS, which is an 
international curriculum adopting a learning outcomes approach, were superficially 
comprised, without actually modifying the traditional approach to LIS education in 
Italy. MAIS remained an isolated experience, without any impact on Parma LIS courses 
and Department staff development. 
 
The case of the MAIS has shown that an international quality accredited course is not 
generally recognised (see Chapter 7). Moreover a negative impact is generated by poor 
comprehension of the role of libraries in the context of lifelong learning in the 
Knowledge Society and of the constant change deriving from it: effectively this 
approach is discordant with a prevailing attitude within Italian society which sees the 
libraries instead as elements innately linked to the conservation and stability of the 
cultural heritage, in an ―archival paradigm‖.  
 
What are LIS schools students‘ expectations and perceptions of quality? The main 
problem which has been evidenced by the difficulties found by MAIS students is that of 
knowing how to adapt theories and concepts elaborated at an international level  to 
single situations  and objectively complex contexts like libraries in Italy.  Some barriers 
to meeting of the BP quality objectives set for the LIS sector in Italy seem to be cultural 
ones and belonging to the individual level. 
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Is the LIS quality relevant to what employers expect or need? The problem in Italy 
appears to be that the world of work demands a professional level that is lower than the 
academic. Nevertheless, it seems that these qualities are not understood by the 
employers, who often do not have either these skills or a LIS academic background. The 
labour market in Italy is changing, thanks to the enhanced autonomy of the institutions 
and the Regional Authorities in recruitment and the criteria for career advancement. We 
also have to aknowledge that the situation is better in the private than in the public 
sector, which is currently dominated by a lack of transparency in the criteria for 
recruitment and promotion. However, what the two working ambits share, at least in the 
experience of the MAIS students, is the non-recognition of the advanced competences 
acquired through the Master. This anomaly renders the potential relationship between 
the university and the world of work controversial.  
8.3 Conclusions  
European criteria and indicators of the quality of LIS schools could act as a device to 
promote dialogue between stakeholders. However, we should recognise the fact that 
European countries have very different traditions in the field of LIS education. Some 
countries have well established LIS university programmes, while others have only 
recently established LIS programmes at a university level. Labour markets  also  differ 
considerably  from one region to another, and the LIS programmes need to relate to the 
local/regional labour market. What impact has the BP had on LIS schools in Italy?   
 
Historical problems concerning education in Italy, such as the gap between 
professionals and teachers, the conservative approach of LIS programmes, the absence 
of accreditation, a traditional approach to teaching are still unchanged in the context of 
the BP. Indeed, we could even say that the recognition of the courses and the quality of 
education has become a more arduous procedure than prior to the BP reform, with the 
difficulty of reciprocal recognition among LIS courses even in Italy.  
 
BP has succeeded in increasing the transparency of LIS courses, by means of the 
quantification of credits with ECTS, however the professional recognition and the 
quality of education must still be based on the quantification of study years and on the 
system of the NARIC centres, which are not related to this sector. The labour market in 
Italy does not recognise the postgraduate qualifications obtained in the new structure of 
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courses. There are still no indicators of the quality of contents, on learning outcomes, on 
more qualitative aspects of LIS education and training. 
 
Effectively, new questions emerged in the course of the research: 
8.3.1 Can coherence between a domestic/national system and an international 
curriculum framework actually strengthen national quality schemes, rather than 
weaken them? 
It looks as if we can say that the impact of the BP on the contents of the curriculum in 
Italian LIS schools has been restricted to an application of formal criteria, such as the 
structure of the courses and an indication of generic learning outcomes. Nevertheless, in 
Italy the teachers, the professional associations and the students are aware that the new 
curricula do not correspond to the contents of the European curricula, for a series of 
reasons relating both to the context of university education in Faculties or Departments 
of Cultural Heritage Conservation, and to the individual teachers, who in effect have 
much greater autonomy than their northern colleagues in deciding the contents of the 
courses.  
8.3.2 Is a learning outcomes model conducive to a transformation in the quality of 
student learning? 
Regarding quality, the research has evidenced that homogeneity exists in LIS education 
in Europe. However, the learning outcomes focus, stressed by the BP, is less popular 
than input measures. The final result of the two IFLA surveys indicate that Guidelines 
for quality of LIS education are needed for review and discussion by the LIS 
professional community. This is particularly true in what is undoubtedly the difficult 
context of Italy, where professionalism is not facilitated by an accepted social system 
for the recognition of merit. 
 
Although, on account of the limitations of the research, the evaluation of the learning 
outcomes could not take into consideration the personal characteristics of the individual 
students interviewed, we necessarily have to conclude that this factor had a notable 
impact on success in the world of work of MAIS students. Nevertheless, for the Italian 
students in general there also appears to have been difficulty in knowing how to 
communicate and successfully taking responsibility even in a hierarchical context.  
8.3.3 Do we consider the accredited LIS programme to be competitive with other LIS 
programmes in the country? 
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Competitiveness is seen as the marketability of the qualification and as content 
innovation. The procedure for course validation in Italy does not ensure the 
competitiveness of the contents. In view of a general incapacity to evaluate the effective 
quality of the course contents, in the appraisal of the MIUR (Ministry for the University 
and Research) and CENSIS (Social Study and Research Institute) the competitiveness 
of the MAIS course has been seen as the employability of the qualification. This 
demonstrates that, even using a series of international indicators, if the scope of the 
assessment is not clear then it is insufficient to assess the courses with a certain 
objectivity and transparency.  
 
One question could be put: Does quality assurance makes a difference? The discussion 
is particularly important for two reasons: 
 first, it prompts us to consider the need for more impact research and indirectly 
perhaps the need for a more research-informed approach to quality evaluation; 
 second, it is worth reflecting on the case while the improvement of quality has 
been the secondary feature of BP. 
However, opening up towards Europe could mean not only comparing situations but 
also aggregating.  It is important to find affinities and above all stimulate innovation and 
copy good practices.  To tell the truth, the BP‘s objectives to improve professional 
recognition and the quality of university preparation seem to have been only in part 
reached in Italy 
 
The researcher believes to be in the right in stating that there has been a legislative 
change, including but not limited to higher education reform, which has not gone hand 
in hand with a corresponding cultural one. For example, this is shown by the application 
of the reform of university courses and by the regulating of competitions for a job. 
 
In the case of the HE reform of courses, the Ministerial list of subjects has placed limits 
on the didactic autonomy of universities, perhaps even more restrictive than they were 
before the reform.  However, the real autonomy which teachers have for the contents of  
courses is more considerable than what it may seem to an external observer and 
consequently also the capacity for renewal from the bottom of the system. The 
individual responsibility of teachers for change is not however expressed or  perceived 
and a resigned attitude prevails. 
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In the case of public competitions, administrative decentralization and a major 
decisional autonomy resulted in Bandi‘s plan for a job competition having specific 
characteristics.  It would therefore be possible to have as criteria the functionalities 
necessary to the service.  However, the courage to make a choice is lacking and the 
exterior form of the public competition and the collegial commission which shares the 
responsibility of  selection are maintained. 
 
The  same  lack of responsibility, but substantial isolation from the context and 
considerable and real decisional autonomy, is evidenced by the answers given by the 
MAIS students, even those who have obtained the best results.  A  hierarchical approach 
taken by management leads most students interviewed to retain that what is expected of 
them is a lack of initiative and also to propose or propose themselves for a determined 
strategy. Therefore a hierarchical organization prevails in which  responsibility is 
centralized whereas the legislative outline, coherent with the European model, is that of 
decentralization and distributed and shared responsibility.  However we must add that 
the legislative outline is imperfect, since decentralization is only partial and still tied to 
a recurrent attempt to centralize.   
 
In such a situation, although considering its limits, the opportunities offered by the BP 
seem fundamental to an improvement of the overall quality of LIS training in Italy 
focusing on a learning outcomes model.  However, the obstacles met by MAIS indicate 
some critical points, in which it is important  to intervene:  
 lack of application of the learning outcomes model of quality for LIS 
programmes evaluation,  
 the weak role of the professional association and the lack of communication 
amongst stakeholders,  
 need for staff development,   
 need for recognition of postgraduate qualifications and levels of responsibility, 
 transformation of the hierarchical approach to decision taking with a reflective 
approach. 
 
Paradoxically, taking up a defensive position has resulted in the lack of change, 
alongside more traditional hierarchical approaches, as for example in the case of the 
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conservative content of the LIS curriculum in Italy, but the international curriculum 
content is later passively accepted. In conclusion, regarding the crisis in the LIS 
education in Italy, it has been worsened by the undiscerning reception of directions and 
trends of the BP which belong to a different socio-cultural system and are not 
sufficiently debated.  
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Chapter 9. Recommendations  
 
Some obstacles, which the MAIS case study has evidenced, are due to some drawbacks 
and inefficiencies of BP impact in Italy, to be noted. In particular, if the BP is to have an 
impact on LIS education in Italy it will be necessary  to: 
9.1 First recommendation: Encourage or improve dialogue among all 
the stakeholders for quality of educational reform and recognition of 
qualifications   
 
What is a librarian? What is a library? As there are different concepts and paradigm of 
librarian role and library functionalities, the dialogue has not been possible until now. 
The BP learning outcomes quality model can be an instrument and stimulus for 
improving the dialogue between stakeholders, however so far there have been no 
initiatives for LIS at a national level. A learning outcomes approach could be based on 
subject benchmarking, where all stakeholders collaborate to the realisation of this. The 
EUCLID European project results have to be disseminated throughout in Italy and 
EUCLID could develop a subject benchmarking for LIS programmes.  
 
The Ministerial list of subjects can be barriers to achieve the BP objectives and this 
should be recognised. The LIS programmes should be accredited, following a periodic 
quality assurance process which is not limited to the validation of conformity to the 
Ministerial grid. A key role should be played by the professional association, which 
does not however seem aware of its responsibilities. Who can then start the dialogue?  
 
In Italy the BP has been driven by university administrators, and limited to generic and 
quantitative indicators. According to Harvey, the present focus of quality assurance on 
accountability and input measurements is the reason why quality evaluation has 
contributed little to any effective transformation of the student learning experience 
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9.2 Second recommendation: Further study the problems of 
employability and the working context  
It is necessary to individuate the LIS professional profile, adapted to different levels of 
competences and suited to change and adaptation to the innovation of the digital context 
with a reflective practice. The  profile  is  not  only  that of the librarian.  Possible work 
ambits will vary considerably. An international labour market is open to professionals 
wishing to move from the home country. 
 
The impact of the prevailing orientation of the BP towards the labour market has its 
risky side for the LIS community: it can drive a change towards the lowering of the 
qualifications level. The approach based on quantitative indicators, as ECTS and the 
courses structure are having this effect. However, the three tier structure of the courses, 
which is based on most advanced countries in Europe, does not correspond to the 
request of the labour market level in other countries, as for example in Italy. This 
situation offers challenges to the LIS profession in less advanced countries.    
 
The BP looks for an answer to the crisis of the University, certainly a crisis due to 
growing cuts of budget, tied to the changes taking place in all European universities.  
The changing role of the university is due to the impact of the transition from a model in 
which the Government guarantees the average quality of education, to a competitive 
model, in which the concept of a free market is applied to training and therefore the aim 
is excellence.  
 
Above all  it is important to establish whether :  
 Is  LIS  an academic or a vocational discipline?  
 
What sort of profession can we map out for the librarian? Among the issues that have 
been brought to light, there is the question:  the outcomes to be achieved for better 
employability are of low or high level? How can we resolve these issues?  By using the 
strategy of the ―protected species‖?   This has been the answer given by our American 
colleagues, by using specialization. (Van House and Sutton 1996). A second answer, 
which is being  put into practice in Europe and the rest of the world is that of a research 
approach, broadening the LIS sector to the more general area of  knowledge creation, 
management and dissemination. (Audunson 2005).          
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9.3 Third recommendation: Internationalise the profession 
An international professional association could be leading the proposal for the adoption 
of a quality model  focused on learning outcomes which students should meet in order 
to become competent professionals. Moreover, internationalisation could be aimed at 
collaborations with countries with traditions similar to Italy, even sharing areas of 
competence with different universities and exchanging experiences. To this end, it 
would be useful to take part in European projects. At present, the planning for 
participation in the various European projects is very onerous for the individual teacher 
and is in no way compensated by the results; this activity takes time from other 
educational and research activities, with consequent penalisation at a personal level 
(Weston 2008). 
 
At a European level it is certainly important to reach an agreement on LIS criteria and 
quality indicators, which can be employed in building and strengthening the profession 
and  LIS  education.  Cooperation among LIS schools will be important in order to 
obtain ―mutual trust‖, participating actively in the cultural and professional debate, 
which has been active for years through international associations and conferences. 
Cooperation should be extended to the national professional associations which should 
be able to agree on the principles, criteria and procedures of quality assurance.  
 
A great deal has still to be done to resolve or at least  discuss the confusion surrounding 
the basic concepts of the LIS discipline in Europe.  This is necessary to gain the 
academic recognition of the discipline and define its specific identity.  The promotion of 
an agreed robust LIS identity adaptable to different situations throughout different 
historical periods, must underpin as the core of the programme.  This core needs always 
to be able to adapt to different contexts.  The identity of the profession in Europe is to 
be sought for in continual change: using the best technologies on hand to efficiently 
achieve an active role in society. We must also understand and, if necessary, contrast 
competition with other professions, which the advent of the digital age has brought 
about together with the far-reaching transformation of work procedures and 
organization. 
 
In conclusion, we can state that a quality model for LIS education is needed, for 
improving the academic status of the discipline and enhancing the quality of education. 
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At a European level, it is necessary to define the quality of LIS education: can it be 
focused on the BP learning outcomes adapted to different contexts? The necessary 
mutual trust between LIS schools can develop from quality assurance systems based on 
the learning outcomes orientation, which is appropriately compatible and credible, so 
that they can be validated. The identification of appropriate learning outcomes and 
competences would also facilitate the ability of employers and LIS academic 
institutions to establish international reciprocity and equivalency of qualification 
guidelines in the global world of library and information professionals. In relation to 
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Glossary:  Meaning and Definitions 
 
Internationalisation 
The most diffused definition of internationalisation is as follows: (OECD 1999): 
 
“Internationalisation of higher education is the process of integrating 
an international/intercultural dimension into the teaching, research 
and service functions of the institution”.  
 
Both an international and an intercultural dimension is included in this definition, to 
emphasise the fact that internationalisation has an impact on the intercultural relations 
of different ethnic groups.  
 
Internationalisation is often confused with comparative education, globalization, 
regionalization, trans-national education, intercultural education. The term that is most 
often used as interchangeable is globalization. Globalization and internationalisation are 
seen as interlinked but different concepts. Globalization can be considered  the catalyst 
while internationalisation is the response in a proactive way (Knight and De Wit 1999). 
The differences between the two concepts are defined as follows (Knight 1997) : 
 
“ Globalization is the flow of technology, economy, people, values, ideas, 
across borders. Globalization affects each country in a different way due to 
each nation‟s individual history, traditions, culture and priorities. 
 
Internationalisation of higher education is one of the ways a country 
responds to the impact of globalization yet, at the same time respects the 
individuality of the nation” 
  
Broader terms are cooperation and collaboration. Virkus (Virkus 2007) states that the 
BP has influenced and supported international collaboration, which is defined as: 
 
Collaboration is defined as a mutually beneficial and well defined 
relationship between individuals to achieve common goals and cooperation 
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as a structure and system of interaction designed to facilitate the 




Van der Wende (1996) has researched several international courses comparatively. She 
has used the rather broad OECD-typology of international curricula ranging from: 
 curricula with some international content,  
 curricula that address cross-cultural skills,  
 curricula leading to internationally recognised professions,  
 special curricula designed for foreign students.  
 
International courses are not Trans-national courses, which are (Council of 
Europe/UNESCO Code of good practice 2000): 
“activities in which the learners are located in a country different from the 
one where the awarding institution is based” . 
 
Joint Degree Programmes 
A much more demanding approach from the curriculum development point of view are 
joint degree programmes, strongly advocated within the BP and confirmed at the 
Bologna-Berlin Conference (Berlin Communique 2003) as a step towards 
internationalisation. A common framework for a joint degree must be flexible in order 
to allow for and reflect national differences, but it must also include a definition of a 
joint degree, which will serve as a basis for the legal framework at a national level 
(Stockholm Conclusions 2002). Internationalizing curricula in joint courses can also be 
seen as something more comprehensive than developing curricula with international 
contents, or taught in English, as cooperation and coordination for the procedures of 
quality and recognition are crucial (Tauch and Rauhvargers 2002; European University 
Association 2004; European Masters new Evaluation Methodology (EMNEM) 2006).  
 
The international harmonization of curricula in double courses is another important 
tendency . Double (sometimes called twin) courses are joint curricular, developed by 
two or more universities in different countries. The difference between joint and double 
degree is in certification: only joint degree courses give a joint Diploma and follow 
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common regulations of quality assurance and qualification recognition. Double degree 
courses deliver a common curriculum, but the higher education institutions give 
separate Diploma. The certification obtained by twin courses is awarded by only one 
country and does not normally present legal problems  of recognition (Tauch and 
Rauhvargers 2002).  
 
A  survey of the European University Association (Tauch and Rauhvargers 2002) states  
that an agreed definition of joint degrees in Europe is still lacking. Sometimes it is 
simply  used for programmes in which two different subject areas or disciplines have to 
be studied. Rauhvargers (Tauch C., Rauhvargers A. 2002, page 29) tried to list some 
main characteristics: 
 
“Joint degrees are normally awarded after study programmes that 
correspond to all or at least some of the following characteristics: 
 the programmes are developed and/or approved jointly by several 
institutions; 
 students of each participating institution study part of the 
programme at other institutions; 
 the students‟ stays at the participating institutions are of comparable 
length; 
 periods of study and exams passed at the partner institution(s) are 
recognised fully and automatically; 
 professors of each participating institution also teach at the other 
institutions, work out the curriculum jointly and form joint 
commissions for admission and examinations; 
 after completion of the full programme, the student either obtains the 
national degrees of each participating institution or a degree (in fact 
usually an unofficial “certificate” or “diploma”) awarded jointly by 
them.” 
 
While in most European countries, higher education institutions have established joint 
curricula or a joint degree, this often seems to result from  the individual initiative of 
particular institutions  (Tauch and Rauhvargers 2002).  
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Quality Assurance 
Quality assurance is defined as a planned and systematic review process of an 
institution or programme to determine that acceptable standards of education, 
scholarship, and infrastructure are being maintained and enhanced (CHEA 2003). 
Usually quality assurance includes expectations that mechanisms of quality control are 
suitable and effective. In some contexts, such as the United Kingdom, quality control 
consists of standards set by the institution or other bodies that oversee the awarding of 
degrees. It is important to distinguish between quality assurance, accreditation 
validation, quality audit, and subject benchmark statements. 
 
Accreditation  
Accreditation is the formal or official external recognition of a (validated) programme. 
This may be for funding purposes or it may be the registration of the programme as a 
provider of professional education (which thereby signifies that graduates have attained 
a level of minimum professional competence). If quality is a highly subjective concept, 
stress must be placed on the importance of defining the crediting party  to know 
procedures and purposes of evaluation.  
 
Validation  
Validation refers to the internal procedures of the institutions which ensure that a 
programme has fulfilled internal institutional criteria. This process is often an internal 
one  within permitted parameters and usually conforms to explicit guidelines. In some 
countries the validation for new programmes is not only internal to the institutions but  
requires an external approval (Government, Professional Associations, others). Most 
institutions have processes for the periodic review of existing programmes of study and 
of their constituent modules. Others countries, as for example Italy, have a validation 
process only at the outset of a new course.  
 
Quality Audit 
A test of an institution's quality assurance and control system through a self-evaluation 
and external review of its programmes, staff, and infrastructure. Designed to provide an 
assessment of an institution's system of accountability, internal review mechanisms, and 
effectiveness with an external body confirming that the institution's quality assurance 
process complies with accepted standards.  
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Subject Benchmark 
Subject Benchmark provides a reference point with which outcomes can be measured. 
Subject benchmark statements provide a means for the academic community to describe 
the nature and characteristics of programmes of  a specific subject. They also represent 
general expectations concerning the standards for the award of qualifications at a given 
level and articulate the attributes and capabilities that the possessors of  such 
qualifications should be able to demonstrate. Subject Benchmark statements for LIS are 
used in the United Kingdom (Huckle 2002). 
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Appendix 1 
MAIS Documents  
Internal reports: 
Universita' degli Studi di Parma. Instituto di Biblioteconomia e Paleografia & 
University of Northumbria at Newcastle. School of Information Studies (2000) 
Agreement for Scientific Co-operation signed by both Universities in November 2000  
 
University of Northumbria at Newcastle (2001) Report of a quality audit of Università 
degli studi di Parma 30 January 2001, conducted in accordance with Northumbria‘s 
approved quality procedures. 
 
University of Northumbria at Newcastle. School of Information Studies & Universita' 
degli Studi di Parma. Instituto di Biblioteconomia e Paleografia (2001) Operations 
Manual. 
 
Universita' degli Studi di Parma. Instituto di Biblioteconomia e Paleografia & 
University of Northumbria at Newcastle. School of Information Studies (2002a)  
 
MA/MSc International Information Studies. MAIS (2001) Programme detailed 
specification (Appendix 1.1) 
 
MA/MSc International Information Studies. MAIS (2001) Programme detailed 
specification (Appendix 1.2) 
 
MA/MSc International Information Studies/Master internazionale in biblioteconomia e 
scienze dell'informazione (MAIIS). Annual Review July 2002. 
 
Universita' degli Studi di Parma. Instituto di Biblioteconomia e Paleografia & 
University of Northumbria at Newcastle. School of Information Studies (2002b) Notes 
from the meeting with Programme Management Committee held on Wednesday  
December 11th 2002, Universita' degli Studi di Parma. 
 
  302 
Universita' degli Studi di Parma. Dipartimento dei Beni Culturali & University of 
Northumbria at Newcastle. School of Computer Science, (2003) Report on the visit to 
University of Parma 
 
MA/MSc International Information Studies. MAIS (2003) Unit review summary 
Module LI753. 
 
MAIS reports of the meetings of the Course Management Committee;  
 
MAIS Staff development meetings;   
 
MAIS Evaluation reports of Study Schools; 
 
MAIS Annual Reviews; 
 
Involvement of external examiners in programme development. 
 
External evaluation reports of the MAIS: 
 Quality Assurance Agency, Audit of collaborative link with University of 
Parma. Commentary. (Quality Assurance Agency. QAA, 2003) 
 Ministry of Italian Universities and Research, MIUR. Final report on MAIS 
(MIUR, 2007) 
 CENSIS Customer satisfaction e placement del Master Internazionale in Scienze 
dell‘Informazione e della Comunicazione  (CENSIS, 2007). 
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Appendix 2 
Transcript of interviews with key informants  and focus group 




Question: What are the issues and barriers to internationalisation of LIS schools in Europe? 
 
The need of a real internationalisation means a model of library common tools. 
 
LIS schools in Europe have to reply to questions such as:  What is a library? What is the role of 
a library in its community?  
 
The context of LIS schools in Europe is now changed.  We have to focus on the Information 
Society and the possible role of libraries to contribute to the growth of society. This is the main 
reason why an international LIS education is needed. 
 
There is experience of international courses in North Carolina and in Sofia. However the US 
way to internationalisation is different from European way: in US is more globalisation as LIS 
schools speak of internationalisation as extension of influence or comparison.  
 




Question: what quality indicators can be evidenced for quality measurement? 
 
What are the sources for finding quality indicators? We can find them in the English home 
page of LIS schools, but very few have. 
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However the problem of quality is conceptual. 
What is LIS? In Europe we have three different traditions: 
Central Europe, scholarly librarian, old fashion; 
UK focus on information not library (but paradoxically is accredited by LA) 
Nordic is between the two and internationalisation of Nordplus extended to Baltic countries. 
 
It is easier to evaluate the research. Committee of expert for evaluating research have been 
done in every country. The quality criteria are: content, time, value for money, publications.  
It is different for teaching quality evaluation. Different stakeholders have different quality 
indicators. Anne Goulding in Loughborough has done a survey on employers expectations.  
 
Possible quality indicators ca be: 
Number of students.  
Profile of the student population,  
Learning resources available and their costs, 
Teacher efficiency,  
Student progression and retention rate,  
Student satisfaction with the  programme,  
Employability of graduates 
 
 
At international level, international courses need support in services such as Study-net 
(https://www.study.net/) for international students with teaching materials.  
Intercultural issue can be managed by Study board, Coordinated Management of Meaning 
(CMM), dialogue and development of speech.  
 
Also for CPE there is the need of quality assessment and usually they ask a final evaluation to  
participants, but there is no credit system. 
 
Aberdeen 12 July 2006 
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Ian Johnson interview transcript 
 
What are your beliefs in relation to good teaching, learning and assessment in LIS schools? 
When a LIS school is competitive? 
 
A LIS School is competitive when it is the best in a subject, it is a Centre of excellence. Centres 
of excellence have: 
- resources; 
- good environment, as modern building; 
- dedicated campus; 
- large teaching team; 
- consequently specialism. 
 
Their curricular  are updated and relevant. Relevance of curriculum is demonstrated through: 
- validation and accreditation process; 
- best demonstrated by the existence of accreditation by professional bodies; 
- and students success in labour market. 
 
Teaching methods are engaged to stimulate students, facilitate their understandings and help 
them to achieve learning objectives. Pedagogy is different for distance learning. 
 
Research is strictly linked to good teaching. For example, Sheffield has always been involved in 
research and they have excellent teaching. 
 
In an international labour market, what employability means? Can employability is a measure 
of quality of LIS school? 
 
Record of employability, as measured by Service Graduated Job  is very high in Aberdeen, 
which is the best in Scotland and between the top three in UK. Increasingly students are at 
postgraduate level. In general they achieve an employment. A survey of employers  
investigating how they evaluate students, has demonstrated that they not evaluate so much 
subject content but skills as communication and leadership. These skills can be developed 
through the way we teach. An exercise for undergraduate students team based on 
presentations about a subject, let them begin to understand team working and leadership. 
 
Placement is an other important tool for reflecting critically on the work.  
  306 
 
Part of solution lies not only in curricular but also in personal skills of students. Professionals 
have to practice their skills in the place where they find a job, just accepting political trends. 
Malcom Jones Library management 1970 explains the philosophy of creative sovversion by 
Hyde which is based on following own aims and objectives doing things employers, institutions 
want. 
 
Interview via email to Sue Myburg 
30 March 2007 
 
Dear Anna Maria 
In response to your interesting questions, I have made some notes, which appear below.  Of 
course, both questions could be answered at some length, so I will try to keep my responses 
brief and to the point – but will probably fail.  However, please feel free to contact me if you 
want more detail about any issue that I have raised. 
 
What are your beliefs in relation to good teaching, learning and assessment in LIS schools? 
When a LIS school is competitive? 
 
Teaching, learning and assessment 
Before teaching, learning and assessment can be discussed, three areas must be clarified and 
resolved, in my view.  These are curriculum content, research orientation, and qualities (and 
competencies) that you expect graduates of the program to possess. 
Curriculum  
The issue of curriculum content is presently quite a fraught issue.  In general, however, I think 
that the curriculum originally developed by Melvil Dewey in his School of Library Economy at 
Columbia University is still quite discernable in the prevailing model still existing in most Anglo-
American LIS schools.  This is a model which has been adopted widely in countries which were 
previously colonies of European governments – as in many African countries, Australia, New 
Zealand and so forth.  The recent shift, in the US, to “Information Schools” seems to place 
more emphasis on technologies, rather than information as such. 
 
The major emphasis of these programs is to train (rather than ‘educate’) potential librarians 
(and I will use this term throughout, to indicate all those involved in the information 
professions, including records and archives management, knowledge management and so 
forth) in the application of systems and procedures.  By this I mean that students are taught 
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how to use cataloguing and classification codes, metadata, indexing languages; how to answer 
reference questions; how to manage the library as a ‘place’ or institution – the procedures, 
systems and processes by which the profession is enacted.  In general, few programs examine 
WHY the profession is undertaken, nor what the wider social needs are to which the 
profession responds.  Likewise, the programs generally do not adopt a critical approach to 
analysing the systems and procedures they teach, largely because there is not enough time 
within the duration of most LIS programs. 
 
What I have also found is the continuing emphasis on a physical reality – on documents as 
artefacts, and on library (information) institutions as places.  Much of this emphasis appears to 
originate, once again, from the United States, and in particular the public library movement in 
that country during the early part of the last century.  This has caused a dilemma for librarians 
in contemporary society, with the development of information and communication 
technologies (ICTs) which makes documents, and their sites of storage, virtual.  While 
librarians have generally been early adopters of ICTs, mostly the use of these has been with 
regard to what I call the ‘maintenance’ systems of the library: the systems used to manage the 
documents.  So, systems that could deal with the functions of circulation, cataloguing etc. 
were embraced readily, from the 1970s onwards, as was remote searching of online databases 
– which were usually constructed by non-librarians. 
 
However, with more recent technological developments, particularly networking and the 
creation of more sophisticated digital documents, there needs to be a thorough overhaul of 
the essence of what we, as librarians, deal with, and what we set out to do.  While there is 
widespread popular opinion that the Internet will replace libraries, this cannot and probably 
never will be the case.  However, it does mean that there are new roles for us – roles that form 
a part of our professional ethos, which became somewhat obscured by the time and effort 
involved in handling and managing physical artefacts, so much so that, to use an English 
saying, we could not see the wood for the trees.  This means that we got lost in the detail, and 
neglected our purpose. 
 
Our new role, in my opinion, is acting as ‘information interventionists’ (rather than mediators), 
as we seek to ensure that individuals are able to access – and understand and make sense of – 
information that is available in the public domain.  Perhaps this is not surprisingly new; 
however, in order to achieve this, I would urge a wider view of our field.  This means 
considering in more detail what ‘information’ is, and its nature – an issue which is still poorly 
resolved.  I understand information to be that part of knowledge which we are able to 
communicate.  In other words, while each of us assembles, gathers, creates a store of 
knowledge, modified by our experiences and personalities, over time.  We select from that 
knowledge; we represent it in language (or music, art, poetry etc.) in order to communicate 
our insights to others who are able to understand our representation.  Sometimes, our 
representation can be recorded – which might involve another step of ‘translation’.  And as 
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librarians, we have traditionally handled these records – or documents which contain recorded 
information – largely because other media did not exist, until more recently. 
 
I repeat this here because I think that the curriculum should include some discussion of how 
knowledge is created: research procedures as well as creative and innovative insights and acts.  
Also, how such knowledge may be represented (in language and other forms) and how it may 
be recorded (in documents of all kinds) should also be discussed.  This takes us into the areas 
of information architecture, for example.  Further, management of the communication process 
and its facilitation form part of this work: the description and identification of documents, and, 
most importantly, the information they contain.  Here, indexing, cataloguing and classification, 
thesaurus construction, metadata of all types, and so forth, play a role. 
 
In addition to this, we need to have some knowledge of various discourse formations, and the 
discursive and communication activities of such communities.  It is only in this way that we are 
able to function as information interventionists.  An understanding of disciplinary discourses, 
and more and more, interdisciplinary intersections, is becoming important. 
 
Lastly, there must be awareness of the longevity and protection of information and documents 
– preservation, conservation, and so forth, as well as legal implications of intellectual property, 
copyright, etc. 
Research orientation 
There are several levels at which this can be discussed.  Firstly, there needs to be a 
relationship, or nexus, between teaching and research.  In other words, I believe that teachers 
in LIS should be actively engaged in research – preferably various forms of research, using a 
range of methodologies.  Secondly, I think that students should understand the processes of 
research (which is connected to the creation of knowledge mentioned above), and should be 
able to read and critique research, or how knowledge is created and communicated.  It is only 
in this way that ‘information’ itself can be evaluated, and that suitable or ‘relevant’ 
information can be provided to an information seeker.  Thirdly, students should be encouraged 
to engage in a research project of some kind, so that they are more critical consumers of 
research.  This is vital in LIS, being a component of ‘knowledge industries’ or ‘knowledge 
economies’.  As you can see, the role of the information interventionist goes beyond merely 
providing access to documents! 
Graduate qualities and competencies 
Once again, this is a fraught and complex area.  If ‘information’ is viewed only in relation to 
technology, we will be able to produce only technicians: those who are able to apply LIS codes, 
systems, processes and techniques, using appropriate technologies, rather than having an 
understanding of a fully professional role, of assisting in the solutions of society’s needs or 
problems.  While we want students who are able to be usefully employed (and the students 
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want to be employed!) we need to consider the kind of professional outlook, or view of our 
knowledge domain, they require to ensure such employment throughout the course of their 
careers.  So, developing an understanding of the framework of our knowledge domain is to me 
probably the most important thing we can teach our students.  If they are clear on this, as well 
as WHY they are doing this work, I believe they will be well-equipped to embrace the changes 
that might occur during the course of their working life. 
 
So, as you can see, the discussion moves beyond a consideration of the management of 
documents (and institutions), be they physical or virtual; it considers managing the content, or 
information contained in the documents, as it is this which has the potential to be 
transformative within an individual’s or community’s life.  Fortunately, contemporary ICTs 
enable us now to concentrate more and more on this interaction. 
 
Students should therefore, on completion of an LIS program, possess qualities like an 
international vision, an understanding of the diversity of discursive communities, of how 
knowledge is created and disseminated (or not); they should be able to engage in social 
interaction virtually, internationally, and within interdisciplinary, fluid teams.  I would also like 
to see LIS students, in particular, being fluent in more than one language (which is becoming 
more and more the case outside Europe, which appears to be very conscious of such issues!).   
 
While there is much rhetoric around ‘competencies’, to me these are largely related to more 
practical tasks – of which the students certainly need some knowledge, but which will change, 
and which they will also learn as they go, beyond graduation. 
Teaching 
So, at last, I get to the question that you actually asked!  I am a supporter of the notion of 
student-centred learning.  By this I mean that a curriculum is designed by the teachers (given 
that they have had lengthier experience with the theory and praxis of the profession, and also 
presumably are aware of the changing nature of information work that is required, and in 
which there are jobs).  Means must be found to get students fully engaged in the curriculum, 
however, both rationally and affectively: so, small teams, discussions, shared class projects, 
production, performance, debate, conceptualisation – are all suitable for various topics.  In 
order to do this, a careful guide through the introductory literature is good preparation: 
students can discuss what they have read in class.  This can be tied to assessment in various 
ways – through presentations in class, discussion on listservs, maintaining blogs, or whatever.  
Individual research-like projects can also be encouraged, and the class as a whole invited to 
critique these projects – once again, this can be done through websites, blogs, etc.  In this way, 
students can become involved in performing what they are being taught.  Explaining and 
defending topics or issues facilitates deeper understanding and learning, on the whole.   
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As far as learning specifically is concerned, LIS is an interesting field because it is both an 
academic discipline, with a body of theory, and a professional practice.  (You will note that I 
have not mentioned the broad scope of the discipline.  Suffice to say at this point that I believe 
this discipline is both deep and wide, particularly because it cuts across, or is orthogonal to, 
more traditional disciplinary divisions).  So, we would probably want our students to be 
theoretically literate – in other words, knowing what theory exists in the field, originating from 
within it, as well as sources of other theory which is useful or applicable to us.  I argue against 
either the pure scientific approach (in vogue, in particular, in the US version of ‘information 
science), or the pure humanities or ‘good literature’ approach, which becomes a mantra of 
getting readers to read because all reading is seen as ‘good’ – without definition of what this 
‘good’ is. 
 
We would also want our students to be professionally literate – that is, being able to ‘DO’ the 
profession, and think about ways in which the aims of the profession can be achieved.  This 
might involve, in the future, setting up entirely different service models.  No more will the 
librarian be behind a physical desk within an institution, answering random questions from a 
random bunch of enquirers who visit, email or phone the library.  In such a model, the librarian 
often does little more than guide the enquirer to the catalogue, the shelves, or an indexing 
service: answers are marked by their brevity.  I can imagine a scenario in which consulting a 
librarian would not be much different from consulting professionals of other types – say 
medical doctors, lawyers, architects – with individual case histories are known, individual 
appointments are made, and complete provision of information is facilitated, ensuring that it 
can be understood and made meaning of.  This can, of course, be done to a large extent in a 
virtual environment.  But it is important to remember that both professionals and users will 
still continue to rely on information/documents that exist in the physical world, in addition to 
(and not necessarily instead of) digital documents. 
 
When is an LIS school competitive? 
 
An LIS school is competitive when its graduates are able to undertake the many, extremely 
diverse, roles that are required in information work.  In accordance with a mindset that 
suggests that we are engaged with documents and places (whether these are physical or 
virtual), and with the technologies that support the management of documents and places, 
much LIS education is structured along the lines of considering our graduates as potential 
employees of libraries as institutions – even if they are ‘special’ or corporate libraries, or even 
the ‘information brokering’ phenomenon on the 1980s.  I undertook an examination of 
advertisements for jobs for librarians, and advertisements for jobs that were predicated upon 
the principles of information work (as I understand it) and found that there is a plethora of 
information work out there for which there is presently no appropriate professional education 
or training, or, that the advertisers did not realise could be performed by LIS graduates (as they 
also tend to associate librarians only with documents and library-institutions).  This is, to my 
mind, the territory in which we need to place ourselves – dealing with the ‘wetware’ if you 
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will: the knowledge creation, information communication, identification of areas where 
information is required, and so forth.  To me this is not solely about the technology – the 
hardware, or the software, neither of which are, strictly speaking, our area.  We are 
concerned, however, with how ICTs can be used to achieve our professional goals. 
 
If we are able to position our graduates to fulfil these roles and demonstrate how effective 
they are, we need to consider more focused and specific objectives, across a number of 
arenas, rather than the generalised attitude that ‘LIS is good’; ‘access to information is good’; 
‘reading is good’, etc. 
 
Another strong measure of the competitiveness of an LIS school is, in addition, producing 
graduates who are interested in, and committed to, engaging in theory development in the 
field, and in further research.  That is, the students should develop a curiosity, and a sense of 
meaning, in the field. 
 
An LIS school is competitive when students are attracted to complete programs there, and not 
at other, similar institutions.  What makes an LIS school attractive to students is, of course, 
another question.  Often choice is determined by locale, proximity to residence or place of 
work, fees, and other perhaps more mundane concerns.  But what would make a particular LIS 
school competitive would be its unique character; how it interprets the field, its scope and 
vision, the quality of its academic staff, their research activities, and so forth. 
 
In an international labour market, what employability means? Can employability is a measure 
of quality of LIS school? 
 
So, I have started answering this question a bit above: what does employability mean?  On one 
level, and for most students this is the most immediate and probably the most important, this 
means being able to trade one’s skills for money: doing a job which somebody considers to be 
worth a certain amount of financial capital.  On another level, as professionals, we hope to 
contribute also to the development of social capital, in Bourdieu’s terms (which is, of course, 
related to economic capital).  But, as indicated above, this does not necessarily mean 
employment ‘as’ a librarian (or any of the many other job titles that one now sees).  Sadly, the 
word ‘information’ is so widely (and so incorrectly) used in English (and, I suspect, in other 
languages such as Italian as well!) that it is hard for us to distinguish exactly what information 
work is.  Clearly, we are allied on one side to communication and cultural studies, journalism, 
media production and studies; on another to philosophy and research, and on the third side 
(this must be a triangle) to ICTs.  There is much information work that takes place at the 
intersections with these communities.   
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To look at your second question quickly, I do not believe that employability is necessarily a 
measure of quality of an LIS school.  Employability indicates merely the ability to get a job (and 
hopefully, to retain that job).  Certainly, within this economic rationalist world, a certificate 
that indicates that a student has undertaken and successfully completed a course of study, 
guided by knowledgeable experts, and with the imprimatur of a university, is viewed as 
currency, which can be exchanged for an income and social stature.  Employers would expect 
that a certified student is, therefore, able to perform certain tasks and assume certain 
responsibilities within an organisation.  But if the LIS school is considered as a place of higher 
education, the question of what education is for, and how this is considered ‘quality’ or not, 
should be considered. 
 
The question of quality, while related in some ways, is nonetheless different from 
employability.  I believe that ‘quality’ is suggested by some of the graduate qualities that I 
mention above: an international view, capability for critical thinking, self-management, 
professional overview and so forth, as well as familiarity with the body of knowledge of the 
discipline and an understanding of the social role of the profession.  While being able to 
demonstrate or provide evidence or proof of the possession of these qualities might well 
enhance employability, the one does not necessarily follow the other. 
 
This is because both quality and employability are, in turn, affected by various factors.  For 
example, a student might be employable because s/he chooses to work in an area that is 
unpopular with others (for example, here in Australia, graduates prefer to live in urban rather 
than rural areas); a graduate might accept a job with low pay, for various reasons; a graduate 
might end up accepting a job which is not related to LIS.  Employability might also be a short 
term phenomenon – that a student is able to do something which is required, but this skill is 
not necessarily sustainable over time, or becomes modified to such an extent that retraining is 
necessary. 
 
‘Quality’ on the other hand, might relate to a student’s achievement of high grades, although 
they may not be particularly well suited for a particular position; the degree itself may be of a 
high scholarly standard, but not cognisant of contemporary industrial demands.  I believe that 
this is part of the wider debate in which higher education, internationally, is involved: the role 
of universities in contemporary society.  I am not sure that there are any clear answers yet; I 
am also uncertain of the extent to which solutions will be found which are locally satisfactory, 
but which fail to take into account the internationalisation which is currently demanded of all 
of us.   
 
Employability of graduates brings into focus the interface of institutions of learning and 
knowledge creation (and problem solving) with the economic sphere, currently marked by 
commodification and consumerism.  It calls upon us as academics to see our graduates as 
‘products’ of a system, as manufactured objects, who are able to be ‘consumed’ by purchasers.  
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I am not sure that I am happy with this model.  Most importantly, it cannot take into account 
the long-term effects that education, knowledge, and problem-solving have on a community, 
and looks only at immediate results.  (Are students immediately successful in gaining 
employment, only to change careers dramatically at a later stage?).  Even in terms of outputs, 
is the goal of universities to produce people who are employable, in commercial terms if you 
like, or to encourage people to be educated, or learned, or knowledgeable, or exhibiting 
certain types of responsibility or behaviour? 
 
Quality, as far as education for professions is concerned, is difficult, particularly within the 
academic environment (as opposed to, say, a trade school).  Realistically speaking, however, 
graduates do need to be employable, and universities can ensure this by undertaking work 
which analyses the kinds of professional work required within a community, and by defining 
the overall professional and disciplinary qualities which graduates should acquire during their 
enrolment within a program. 
 




What is quality for students?  
Satisfaction, assessment, employability. There is an issue: results of a survey on students 
success after graduation give evidence that better students are not the best in work. 
 
What is the role of  international library associations?  
The threats of globalisation (this is preferred in US instead of internationalisation) push for 
multiculturalism, we have to understand different concepts and points of view. Study tours can 
be stimulated for better comprehension and exchanges between LIS schools of students and 
teachers. IFLA can prepare Guidelines and SET has always had a role in recognition of 
qualification and quality assurance.  
 
 
Zadar 28 Jan 2008 
Claudia Lux interview transcript 
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What are your opinions in relation to internationalisation and quality of education in LIS 
schools?  
 
In the internationalisation view of education, there are two lines:  
1) the first view is to be clear of the elements which can define the quality of the programme; 
2) the second is to compare and benchmarking with international best practices. 
Quality is not quantity. How quality can be defined? Elements of measurement should be 
objective. It should be avoided to measure quality by rich and poor institutions. One of this 
elements should measure the ability of innovation and change. Also just the change achieved in 
implementing the new. 
 
Related to internationalisation of Higher Education, there is the problem of recognition and 
equivalency of qualifications. In an international labour market, what IFLA can do for 
recognition of qualifications?  
 
The effect of labour market is competition. This is the way USA and East Asia are reacting to 
the value in the market and private players certificate the course and the individual 
professionals. 
IFLA receive input to assume a role, also in teaching: the Academy of IFLA. In particular for 
special training, elearning, degree, also UK and Europe. 
 
IFLA SET has the knowledge, the members are really international, they can define criteria and 
elements which explain what the librarian need to know. IFLA SET could certificate the 
training courses of IFLA members, in a very correct way, without corruption or privileges. Just 
starting, defining the criteria in a very transparent way. 
 
Focus Group Transcript  
The results of the Focus Group are reported in the form of dialogue, although obviously 
the comments have been summarised to enhance an appreciation of the interactive 
nature of the discussion. 
Objectives:  
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This meeting gave both the key informants and the participating MAIS students the 
chance to confirm the opinions expressed in the interviews. They were also able to 
exchange experiences with the other participants, generating a fruitful discussion. 
At the start of the Focus Group meeting the participants were encouraged by the 
researcher to compare their opinions on the controversial issue of ―theory and practice‖ 
in LIS education, taking up the views expressed in the interviews.  
Ian Johnson and Sue Myburg spoke of the different situations in their countries, after 
which the two MAIS students talked about their experiences and the professional 
representative expounded her point of view. This was the order of the discussion. 
 
Myburg started the discussion and noted the correct definition of the terms: 
Practice is the execution of the theoretical principles embodied in the knowledge 
domain of a discipline/profession. 
Praxis Action guided by habitus has the appearance of rationality but is based not so 
much on reason as on socially-constituted dispositions. 
Subsequently, the participants were invited to recount concrete experiences that could 
highlight the problems encountered and the salient features of the specific work 
situation illustrated.  
Ian Johnson  (speech overview) 
Current emphasis in LIS academic research in the UK is on historical, bibliometric, 
technological perspectives. Academic research activity does not focus on the 
measurable return to society from investment in library and information services and the 
promotion of these values. Another problem is that, partly through lack of time, the 
research performed in other disciplines and communities tends to be ignored. Academic 
research issues are not particularly welcomed by the practitioners, since the contents 
tend not to be relevant either to policy decisions or to practice. As regards the practical 
research conducted by the professionals, the main problems are that the practitioners 
tend to reject academic research, favouring new research projects related to core 
services, and that the methodological rigour is not always constant. The methodology is 
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not always effectively applied and there is also often a lack of generalisability 
(possibility of extension of application to other situations).  
Sue Myburg (question):  
Referring to the point raised by Ian Johnson regarding the limitations of the research 
performed by practitioners, she asks how we can resolve the problem that she has 
encountered: in Australia the basic level of training does not schedule the teaching of 
research methods, but rather of technical skills such as cataloguing. 
Ian Johnson (answer):  
In the UK even at undergraduate level a basic knowledge of research methods is 
programmed, but it is only in the Master‘s degrees that the subject is dealt with in depth. 
How can we encourage people to learn to elaborate their knowledge? Change is the 
main driving force: people understand that they have to learn in order to adapt to 
change, but obviously the individual stimulus for continual learning can be sustained 
and encouraged by the organisation. 
Sue Myburg (speech overview):  
Australia is going through a crisis in university LIS training and a number of schools are 
closing. The social status of the librarian is also low: for example, they have lower 
salaries than other employees for whom a degree is requisite. The teaching programmes 
are mainly focused on technical skills and technological aspects rather than on the 
complexity of information management. There is something of a vicious circle, in 
which the schools provide training that is inadequate for enhancing the social role of the 
librarians, and the students do not enroll because the prospects are unattractive. 
Consequently the schools do not have the funds for innovation. The role of the librarian 
is to foster the transmission of knowledge over time and space. LIS teachers have to 
understand how information is transformed into knowledge. Little research has been 
performed to demonstrate the effects of information on people, because the possession 
of information improves individuals and hence society. LIS is not a discipline or a 
precise field, but is inherent in all disciplines. LIS cannot survive in its present form, 
characterised by the focus on documents and procedures. The role of the librarian is not 
to develop a specific knowledge of the subject (e.g. history of art) but to understand the 
type of research that is applied in that discipline.  
  317 
S14(summary of  overview):  
Apropos Sue Myburg‘s comment on the subject, she notes that in her work experience, 
specialised in music, the librarian also has to understand the language, so that research 
methods are not enough. She then talks about her experience: she began working in the 
early days of automation, and hence witnessed all the changes in the discipline. As a 
result of international experiences within the IAML (International Association of Music 
Libraries, Archives and Documentation Centres) with which she collaborates, she was 
able to make comparisons with the Italian situation. She provides an example relating to 
the theme of copyright, where the Italian and foreign regulations are divergent and make 
it hard to find common ground or shared assessments. Consequently there are 
conceptual differences that hinder reciprocal understanding at international level. As 
regards the topic of the meeting, FR had particular difficulty in applying the research 
methods learnt in the MAIS in the workplace. Her experience illustrated that in Italy if 
you attempt to clarify a problem that does not relate strictly to the work of the librarian, 
but also extends to other sectors and that involves research, then you come up against 
barriers and in the end habit prevails. It is difficult to play the role of an agent of 
change. How can theory be applied to reality? Where the problems are technical and are 
specific to the profession, for example in cataloguing, theory can be successfully 
applied, but as in the case cited above of copyright, where one has to deal with 
publishers and with legislation, it is very complex.  
Sue Myburg (reply):  
I think that it is very important to explain very clearly the results of the research and 
how they can be interpreted. Certainly, it‘s very hard to have an influence outside one‘s 
own sector, we need more time.  
S10(summary of overview):  
In her experience she has grasped the importance of not being isolated to tackle change 
successfully. Nevertheless, it proved very difficult for her to apply the research 
methodology in the library sector in which she operates, especially when it involves 
librarian colleagues who are not always ready for change. Therefore the application of 
research methods often becomes an individual event, an isolated research with very 
little impact on the context. Instead, in her experience, it was easier to relate to other 
professions, for example architects, than to her librarian colleagues. 
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The Italian Professional Association representative, participating to the Focus Group IT-
LA4 (speech overview):  
When I was at university, between the late seventies and the early eighties, in Italy there 
was no Cultural Heritage course. In effect, the Ministry for the Cultural Heritage was set 
up by the Minister and bibliophile Giovanni Spadolini, and did not see the light until 
1975. There were only minor, specific exams, the so-called ―supplements‖ on Library 
Science, Archiving, Museography, Codicology…but not an authentic specialised 
course.  
Her interest was in the cultural heritage in general, and in archives in particular. Then, 
instead, she became a librarian and began to work on cataloguing in the early days of 
automation. Everything she learnt she learnt on the job rather than at the university. She 
learnt on her own, from experience, from reality and not from theory. Her greatest 
problem has always been this: the theoretical organisation of the lived experience so 
that it can be transmitted to others. Teaching is in fact precisely this: helping someone 
else to learn something so that it can be utilised in everyday work.  
We quote in full the words of IT-LA4, which appear to be particularly pertinent to the 
present study: 
 
I believe that my difficulties stem precisely from the lack of a didactic method, from the 
fact that I have drawn consequences from a practical experience that I have always 
tackled and pursued alone, experimenting and rectifying processes and flows according 
to the problems and results. 
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